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ABSTRACT
COLLEGE TEACHERS’ ORIENTATION TO TEACHING;
A COMPARATIVE CASE STUDY
SEPTEMBER 2004
CHRISTINE L. HOLMES, B.S., FITCHBURG STATE COLLEGE
M S., WHEELOCK COLLEGE
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Associate Professor Linda L. Griffin

A comparative case study was used to explored the orientations to teaching of
three college teachers. The educational conceptions about teaching and classroom
learning environments were investigated to determine how ideal orientations to teaching
matched the reality of classroom practice. Each of the teachers was observed for the
duration of eight class sessions (introductory level and upper level). Participants were
interviewed on four occasions using a semi-structured interview format consisting of
open-ended questions that focused on their conceptions of teaching and learning.
Teachers’ identified influences that affected their orientations to teaching and discussed
their academic discipline, design and use of course syllabi, and their conceptions of
students. Interpretation of the data revealed that the participants’ ideal teaching
orientation was based on their experience as a student and conceptions of the requirements
of their academic discipline. Ideal teaching orientations were compromised based on a
variety of contextual influences. The study builds theory on teaching orientations and
forms a foundation for further research to investigate the influences of professional
development, academic discipline, and gender on teaching orientation.
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CHAPTER 1
INTRODUCTION
College teachers come to teaching with personal experience and subject expertise,
yet many of these teachers have not received any systematic, pedagogical preparation for
their teaching. They developed conceptions about teaching based on their experiences as
a student or novice teacher, and may have established an orientation to teaching that could
limit the way they provide instruction.
Researchers suggest that orientations to teaching may be classified on a
continuum. At one end is a content orientation in which the teacher is a director. At the
other end is a learning orientation in which the teacher is a facilitator. The teacher as
director utilizes a content focused orientation and the teacher as facilitator adopts a
learning focused orientation (Barr & Tagg, 1995; Burroughs-Lange, 1996; Gow &
Kember, 1993; Kember & Kwan, 2000; Samuelowicz & Bain, 2001; Stark, 1988; Trigwell
& Prosser, 1996a).
A few researchers explored the possibility of an intermediate or “transitional
orientation to teaching” (Samuelowicz & Bain, 2001; Trigwell & Prosser, 1996a). They
argue that, while teachers may be oriented toward one side of the teaching continuum,
contextual factors may influence them to move toward the other. Personal experiences,
students, the expectations of a discipline, and internal or external challenges can all
infnnge on teachers’ preferred orientation and force compromise. Classroom teachers
may not manifest an ideal orientation to teaching due to these contextual variables. In
other words, teaching practice may be different than teaching theory.
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Teachers’ conceptions and practices are linked to espoused theories of action and
theories-in-use (Kane, Sandretto, & Heath, 2002; Schon, 1983). Espoused theories of
action are theories of teaching, strategies, and schemas based on individual experience
(Schon, 1983). When asked about their teaching, most individuals responded based on
their espoused theories of action. Teachers learn from their actions and plan fiirther
actions based on this learning. Theories-in-use are the observable actions in the
instructional setting and consist primarily of tacit knowledge or understanding that is not
easily articulated (Kane, Sandretto, & Heath, 2002).
The possible disjuncture between teachers’ conceptions and actual teaching
practices have been addressed briefly in the research (Murray & MacDonald, 1997;
Samuelowicz & Bain, 1992) and the research says this possibility should be carefijlly
considered, and assumptions based on teachers’ recall should be supported with
observations of teachers in action. Contextual variables such as students, personal
experiences, pedagogical preparation, and the requisites of their discipline may mark the
difference between teachers’ conceptions of their ideal teaching orientation and reality.

Purpose of the Study
The purpose of this study was to contribute to the literature on college teachers
and build theory by validating or invalidating Murray and MacDonald’s (1997) and
Samuelowicz and Bain’s (1992) theory of disjuncture. There were three approaches used
to serve this purpose: first, to determine whether college teachers’ conceptions of teaching
and learning were influenced by their personal background as a student or novice teacher,
their conceptions of academic discipline, and their conceptions of students; second, to
examine the orientations to teaching in college classrooms and the educational conceptions
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of college professors regarding their teaching and classroom learning environments; third,
to investigate how college teachers’ articulated conceptions of teaching and learning
translate to the reality of their classroom practice.

Research Questions
Orientations to teaching are defined generally as the ways teachers approach
teaching. These approaches may be content oriented, learning oriented, or somewhere in
between.

Teacher conceptions are broadly defined as teachers’ thoughts or knowledge

which may influence teaching approaches and, in turn, affect student learning (Kember,
1997). The key questions addressed were:
a) What contextual variables influence the formation of a teacher’s orientation to
teaching?
b) What contextual variables influence the implementation of a teacher’s orientation
to teaching?

Significance of the Study
This study is significant for several reasons. First, college teachers’ conceptions of
teaching and learning play important roles in shaping the decisions and actions they make
regarding practice (Fox, 1983; Pajares, 1992; Prosser, Trigwell, & Taylor, 1994).
Investigating these conceptions will provide a deeper understanding of the rationales
behind practice. Second, the study has implications for teacher education. Teachers’
prior experiences as a student or novice teacher play foundational roles in the development
of their conceptions of teaching and learning. Third, conceptions of ideal orientations to
teaching are context-dependent. Contextual influences such as the level of the course, the
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population of the learners and the academic discipline all had an affect on teachers’ ideal
(Samuelowicz & Bain, 1992).
Very few studies addressed the contextual variables that may affect the way
teachers teach. Consider, for example, the possible differences between students enrolled
in an entry level elective course versus those enrolled in an upper-level course designed for
their area of study. The interest and motivational level alone may affect the way a teacher
teaches. The population of learners in any given course may vary based on a variety of
student characteristics. These characteristics may include students’ skill level ability,
learning style, and interest in the subject.
Each academic discipline has a certain culture that predirects or influences
expectations about the way learning objectives should be met. These expectations affect
teachers’ conceptions about teaching and learning. Further investigation and analysis of
these influences will help to define contextual variables and add to the literature on college
teaching.
College teachers who have not received any systematic, pedagogical preparation
for their teaching role or the contextual variables involved in teaching gain their
conceptions and knowledge about pedagogy through trial-and-error, reflection on student
feedback, and self-evaluation. If the process of learning to teach is unplanned and
nonsystematic, then fi-agmented pedagogical knowledge may be the result (Hativa, Barak
& Simhi, 2001). Teachers may get locked into comfortable methods of teaching and
thereby limit the way they deliver learning material to their students. Limited approaches
may prevent teachers from being exposed to a full range of teaching strategies.
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Finally, observing college teachers’ orientations to teaching and understanding the
rationale behind practice are beginning steps to the exploration of the connections between
theories-in-action and theories-in-use (Kane, Sandretto, & Heath, 2002; Schon, 1983). A
description of observed orientations to teaching and the college teachers’ rationale for the
educational conceptions supporting these orientations reveal a link between expressed
theory and classroom practice.
An important component for faculty development in the areas of theory and
practice might be to help teachers identify the teaching style and strategies that make them
most effective. Teachers should have the opportunity to critically reflect on their own
beliefs about the practice of teaching and learning (Nottis, Feuerstein, Murray, & Adams,
2000). A broader and deeper capacity for reflection-in-action is needed for teachers to
discover and restructure their interpersonal theories of action which they bring to their
teaching (Schon, 1983).
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CHAPTER 2
LITERATURE REVIEW
There are three purposes to this chapter: first, to critically review literature
focusing on college teachers’ conceptions about teaching and learning; second, to examine
and analyze relevant research that frames the topic of college teachers’ conceptions about
teaching and learning; third, to identify and compare the commonalties and differences in
the studies.
I structured the literature, reviewed it thematically, and noted conceptual and
methodological strengths and weaknesses. Key studies were highlighted, and gaps in the
literature were addressed as principal components of this review. The studies were
reviewed with the goal of identifying commonalties and differences among the definitions,
terminology, and key concepts addressed in each study. An overview of the research
findings is presented in Appendix C.

Understanding Constructs of Conceptions
Distinguishing the qualities of conceptions was a challenging task requiring careful
analysis of both the terminology and the fi-amework used in each study. Definitions of
conceptions, if they were provided, varied from study to study. In some studies, the terms
beliefs and conceptions were used interchangeably and, in other studies, no definition was
provided. In either case, the reader was left to determine meaning based on personal
experience or understanding. An attempt to define conceptions was an element of this
review. Teachers’ conceptions about teaching and learning varied and, in the literature
surrounding this topic, the terminology and definitions of conceptions fell within a wide
range. Clear, concise operating definitions of conceptions were lacking in many studies
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and, without these definitions, it was difficult to completely understand the frame of
reference or assumptions of the researcher. The problem of terminology was addressed as
I focused on the definitions found in the literature on conceptions of teaching and learning.
Conceptions are ways of knowing and, when the constructs of conceptions are defined, an
important step is taken toward understanding teachers’ thinking with respect to their
approaches to teaching and learning.

Constructs of Conceptions
Terminology surrounding teachers’ conceptions varied in the research. Through a
selected review of the research on alternative conceptions in science education,
Wandersee, Mintzes, and Novak (1994) addressed the fact that the literature on
conceptions is replete with perplexing terms that were identified with either slightly or
greatly differing meanings. They argued for the use of the term alternative conceptions
because the term refers to experience-based explanations that make phenomena
intelligible. The term alternative conceptions confers intellectual respect on the individual
who holds the ideas “because it implies that alternative conceptions are contextually valid
and rational and can lead to even more fhiitful conceptions” (p. 178). Wandersee,
Mintzes, and Novak (1994) presented eight claims regarding emergent knowledge
regarding the ways in which students viewed the natural world. Examples of how these
claims could be applied to conceptions of teaching and learning follows.
If Wandersee, Mintzes, and Novak’s (1994) findings were adapted to focus on
conceptions of teaching and learning, it could be said that teachers come to formal
instruction with a diverse set of conceptions. These conceptions cut across age, ability,
gender, and cultural boundaries. Conceptions about teaching and learning are tenacious.

7

resistant to change, and often parallel explanations offered by previous generations of
teachers. Conceptions of teaching and learning have their origins in a diverse set of
personal experiences including direct observation and perception, peer culture, and
language. Teachers often subscribed to the same conceptions as their previous teachers.
The most successful conceptual change strategies included a diverse set of approaches or
methods based on a wide range of theory-driven techniques. These methods were best
used in combination and were most effective when adapted to the needs of the learner
(Wandersee, Mintzes, & Novak, 1994).
Conceptions can be influenced by cultural, social, historical and personal
experiences. Conceptions are ways of relating to and interpreting various aspects of the
world and serve to help with understanding the world. A variety of influences and
interpretations about teaching and learning bring teachers and students to the classroom
with a diverse set of conceptions regarding teaching and learning. Teaching is governed
by thought and the decisions teachers make are based on their interpretation of events and
their understanding of what it means to teach and to learn. (Pratt, 1992; Wandersee,
Mintzes, & Novak, 1994).
Some researchers on teacher conceptions stated that knowledge, experience and
associated feelings build over time (Entwistle & Walker, 2000; Kember, 1997; Saljo,
1979; Trumbell, 1990; Wandersee, Mintzes, & Novak, 1994). The implication is that
conceptions may change as a function of experience. The structure is cumulative and the
complexities of conceptions increase as knowledge and experience increase.
Other researchers explained that clear classification of conceptions may not be
appropriate and overlaps can occur depending on the meanings researchers attach to
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certain phenomena. Conceptions are anchored in cultural, social, historical, and personal
dimensions of meaning: all of these factors can alter an individual’s conceptions. Consider
for example, a teacher’s scholarly conceptions of the requisites of an academic discipline.
These conceptions link to the teacher’s educational priorities and the delivery of the
academic content. These conceptions are connected to the larger cultural patterns within
the academic discipline and are based on a strong attachment or association to the larger
system, specifically, the academic discipline (Quinlan, 1999).
The relation between an individual and a particular task or context may create
inconsistent conceptions. As an example, consider what it means to teach. The term to
teach may mean different things depending on a person’s conceptions, values, beliefs, and
intentions (Kember & Kwan, 2000; Murray & MacDonald, 1997; Pratt, 1992;
Samuelowicz & Bain, 1992; Trigwell & Prosser, 1996b).
Based on my review of the literature on conceptions, I view conceptions as a way
individuals interpret different aspects of the world in order to understand and give
meaning to phenomena. Conceptions can change over time and be influenced by
contextual, cultural, social, historical and personal experiences. Teachers’ conceptions
consist of thoughts or knowledge which may influence teaching approaches and, in turn,
affect student learning (Kember, 1997).
Conceptions play an important role in the research on teaching and learning. The
interpretations and understandings associated with conceptions may affect the way
teachers view their role as a teacher, the approach they take to teaching and the way they
think about student learning. Understanding conceptions helps us to consider the
educational theories of teaching and learning held by tertiary teachers. These theories may
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be expressed directly or indirectly through what is taught, how it is taught, and how
learning is assessed.

Facilitating Understanding of Conceptions
In order to facilitate a clear understanding of the constructs of conceptions,
operational definitions should be communicated as clearly as possible. When studying
teachers’ conceptions, researchers should frame and define these terms and identify how
the meaning of conceptions can differ from similar constructs such as beliefs or
perceptions (Pajares, 1992). Without an identified framework, readers may be inclined to
impose their own conceptions when interpreting the research.
Based on this review, I have defined conceptions as ways of knowing or
understanding. Conceptions are the interpretation and understanding of ideas or
experiences in an attempt to make sense of phenomena. Conceptions are ways of thinking
and are influenced by personal experience.

Exploring Conceptions bv Orientations to Teaching
Researchers in this review identified conceptions as a focal point of their studies.
The unclear definitions and overlaps in the constructs between conceptions and beliefs
made it evident that both conceptions and beliefs can, in some instances, be combined for
the purpose of identifying orientations to teaching. The two orientations to teaching that
were evident in the research on conceptions were teacher as director and teacher as
facilitator. Teachers who directed learning had conceptions that reflected a teachingcentered orientation to teaching, and those who were facilitators of learning had
conceptions that represented a learning-centered orientation. These teaching orientations
were found in many studies regardless of participant, discipline, or institution.
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The twenty research studies included in this review provided a wide demographic
profile. Over 250 college teachers representing a broad range of disciplines (including
history, business, science and law) were studied. One study focused specifically on
teacher educators. A variety of institutions located in the United States, Hong Kong,
Australia and the United Kingdom were represented. Five studies addressed the
conceptions and beliefs of college teachers and the conceptions of college teachers and
students. Of the fifl;een studies on teachers’ conceptions, thirteen studies concentrated on
college teachers’ conceptions, one study highlighted the conceptions of teachers of adults,
and one study focused on university students. The studies that included data on students
paralleled orientations to teaching with orientations to learning. Appendix D presents an
overview of the research studies.
Conceptions of learning were based on the understandings teachers held about the
way their students learned. A teacher’s perceptions of students’ attributes and capabilities
and the ways in which students engaged in learning were components of this
understanding. A student’s need for structure, support in learning, and individual learning
styles are included in a teacher’s understanding. The understanding teachers held
regarding their responsibility to and for their students affected how they designed learning
environments, evaluated student learning, nurtured, and motivated students (BurroughsLange, 1996).
Conceptions about enhancing student learning included teaching as structuring
learning, motivating learning, encouraging activity and independence in learning, and
interpersonal relations conducive to learning (Dunkin & Precians, 1992). Learning
involved some form of change in students. Five basic conceptions of learning were
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initially identified in a foundational study by Saljo (1979) and later supported by further
research. The five basic conceptions of learning were: 1) the increase of knowledge with
the main feature being the taken-for-granted nature of learning; 2) memorizing which may
refer both to what is achieved (something has been memorized) and how it is achieved
(through memorization); 3) acquisition of facts, procedures etc., which can be retained
and/or utilized in practice; 4) abstraction of meaning; 5) an interpretative process aimed at
the understanding of reality (Marton, Dali’Alba, & Beaty, 1993; Prosser, Trigwell, &
Taylor, 1994; Saljo, 1979). A sixth conception of learning, changing as a person, was
discerned by Marton et al. (1993). This could be considered a key study because the
characterizations of each of Saljo’s (1979) five conceptions were found and more
precisely developed. A sbrth conception, changing as a person, was identified. Changing
as a person was seen to be related to abstraction of meaning and was an interpretative
process aimed at understanding reality.
Learning was viewed as being (1) the expected outcome which could be expressed
in either quantitative or qualitative terms; (2) knowledge gained or constructed by
students as either limited to the subject matter or related to reality; (3) students’ existing
(mis)conceptions as either taken into account or ignored based on the assumption that
they had no (mis)conceptions; (4) directionality of teaching as one way transmission or
two way teaching; (5) control of content as either the teacher or a teacher-student focus
(Sameulowicz & Bain, 1992).
Teachers’ conceptions of teaching were parallel with students’ approaches to
learning. Teachers’ conceptions of teaching and orientations to teaching matched with
students’ approaches to learning and conceptions of learning. Those who were considered
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to have a high focus on knowledge transmission (director orientation) discouraged
students from adopting a deep approach to study whereas those in which learning
facilitation (facilitator orientation) predominated seemed to cause a deeper approach to
learning and higher quality outcomes (Gow & Kember, 1993; Trigwell, Prosser, &
Waterhouse, 1999). This was a key finding that has implications for a preferred teaching
orientation (facilitative) and fixrther research to support these findings was recommended.
In general, teaching was viewed as teacher-centered or learning-centered and
conceptions of teaching were found to parallel conceptions of learning. A teacher’s
conceptions of learning were evidenced in a teacher’s orientation to teaching no matter
what the academic level of the student.
If an objective of teaching is to improve the quality of student learning, then a high
quality, facilitative teaching orientation should be encouraged. This orientation would be
student-centered and encourage conceptual change. The literature directly linked teaching
orientation to student learning and provided some beginning evidence that a facilitative
teaching orientation may lead to greater student learning.
Teaching orientations included ways teachers carried out instruction. These
orientations fell on a continuum and will be explored under the broad orientations of
teaching as a teacher-centered or student-centered. Teacher-centered teaching is a
content oriented, transmission of knowledge approach with the teacher as a transmitter.
Student-centered teaching is a student-centered, learning oriented, facilitation of learning
approach with the teacher as a facilitator (Burroughs-Lange, 1996; Gow & Kember, 1993;
Kember, 1997; Kember & Kwan, 2000; Murray & MacDonald, 1997; Prosser, Trigwell &
Taylor, 1994; Samuelowicz & Bain, 1992; Samuelowicz & Bain, 2001; Trigwell &
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Prosser, 1996a; Trigwell, Prosser & Waterhouse, 1999). Both sides of the teaching
orientation continuum were clearly addressed in the studies reviewed, yet the possibility of
an intermediate teaching orientation was only addressed in two studies (Samuelowicz &
Bain, 2001; Trigwell & Prosser, 1996a). A teacher may be oriented toward one side or
the other of the continuum, but the thought that some studies did not consider that a
teacher would not vary at all in orientation or not fall somewhere in the middle based on
contingency factors leaves a reader to question the breadth of the study.
The possibility of a disjuncture between a teacher’s articulated conceptions and
actual teaching orientation and practice was briefly addressed in the research. This
dichotomy should be carefiiUy considered and assumptions based on a teacher’s recall
should be supported with observations of the teacher in action. A teacher may profess to
teach in a facilitative fashion but actually use directive teaching orientations to foster
learning.
The conceptions teachers held regarding their understanding of student learning
were addressed with a focus on the orientations of teacher as director and teacher as
facilitator. Conceptions regarding instruction, assessment, accommodations to students
and approach to motivating students were all considered at a minimal level. These are all
areas where additional research would be beneficial. An overview of orientations to
teaching is presented in Appendix E.

Teaching as Content-Oriented
At one extreme of the teaching orientation continuum was teacher as a transmitter
of knowledge. The implication was that teachers imparted content-oriented, teachercentered instruction. These teachers typically demonstrated a transmissive teaching
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orientation and utilized teacher-focused strategies. Teaching-centered beliefs involved
teachers imparting information, transmitting structured knowledge, and providing and
facilitating understanding (Gow & Kember, 1993; Kember & Kwan, 2000; Samuelowicz
& Bain, 2001; Trigwell & Prosser, 1996a). Teachers who conceptualized learning as
information accumulation and a meeting of external demands conceptualized their teaching
role as a transmitter of knowledge (Trigwell & Prosser, 1996a).
When providing instruction (defined as what the teachers perceive as important for
students to learn), content-oriented teachers provided students with notes, examples,
handouts and references and were inclined toward whole class focused instruction. Those
who were content-oriented in instruction perceived themselves as the source of knowledge
and gave examples from their own experience. Assessment typically involved fi-equent
tests and quizzes and content-oriented teachers were found to either treat all students the
same or catered to weaknesses when accommodating student characteristics. These
teachers minimized the contribution of the teacher to students’ motivation and relied on
external motivators such as the syllabus or examination grades (Kember & Kwan, 2000).
Some teachers’ conceptions can be damaging to students and their learning. Two
instructors of law held the conceptions that instruction was a transmission of knowledge
with the responsibility of learning placed solely on the students (Havita, 2000). Their
conception that teaching was simply a transmission of knowledge implied that very little
time or thought was given to pedagogical matters. The conception that the responsibility
for learning rested on students was damaging because they rejected responsibility for
students’ difficulties in learning. Another example of damaging thinking was the
conception that students were unequipped to appreciate instruction and the misconception
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that adapting instruction to student understanding was a lowering of the level of teaching
or a watering dov^ of the material presented. The sample size for this study was small,
two teachers, but the examples of damaging thinking provided insight to the ramifications
of negative conceptions regarding teaching and learning (Havita, 2000).
Transmission of knowledge is on one end of the teaching orientation continuum.
This orientation can be effective depending on the situation and the individual teacher. At
other end of the teaching orientation continuum, one finds the facilitation of learning.

Teaching as Learning-Oriented
On the opposite extreme of the teaching orientation continuum is the teacher as a
facilitator of learning. The suggestion was that teachers utilized learning-oriented,
student-centered instruction. These teachers were likely to employ a facilitative teaching
orientation and make use of student-focused strategies (Gow & Kember, 1993; Kember &
Kwan, 2000; Trigwell & Prosser, 1996a). Teachers who conceptualized learning as the
development or changing of students’ conceptions were more likely to see their role as a
facilitator of learning and teach in a student-centered way (Prosser, Trigwell, & Taylor,
1994; Samuelowicz & Bain, 1992; Trigwell & Prosser, 1996a; Trigwell, Prosser, &
Waterhouse, 1999).
Learning-oriented dimensions included preventing misunderstandings, negotiating
meaning, and encouraging knowledge creation (Samuelowicz & Bain, 2001). When
providing instruction, learning-oriented teachers encouraged students to discover and
construct knowledge. Student experience was both utilized and respected and learningoriented teachers typically made a conscious attempt to deal with individual student needs
both from an academic and counseling or advising perspective. Assessment was more
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flexible and, when accommodating student characteristics, learning-oriented teachers
attempted to remediate students’ weaknesses (Kember & Kwan, 2000). Teachers at this
end of the continuum conceived of teaching as student-focused with strategies aimed at
teaching students to develop conceptions or helping students to change conceptions
(Trigwell & Prosser, 1996a).

Teachers who were learning-centered in their orientation to

teaching recognized that motivating students was an important part of their teaching role
and often made conscious attempts to motivate students by emphasizing student interest
and explaining the relevance of their teaching (Kember & Kwan, 2000).
Orientations to teaching of effective teachers were found to be more complex and
flexible than the approaches used by their less effective counterparts. Twelve university
teachers who had received awards for excellence in teaching and who represented a
variety of academic disciplines were the participants in a study focusing on orientations to
teaching. A key finding was that when evaluating their teaching, these teachers were
found to utilize a wide range of criteria. They relied on their own personal feelings and
the evaluative judgments of others, especially their students (Dunkin & Precians, 1992).
Teachers who adopted a facilitative orientation utilized a variety of instructional
strategies, evaluated their teaching and demonstrated a flexible and open attitude
regarding teaching and learning. It could be suggested that a facilitative orientation to
teaching might lead to a stronger understanding of how students learn.
Intermediate Orientation of Teaching
The possibility of an intermediate of transitional teaching orientation that may
include both the transmission of knowledge and facilitation of learning was addressed in
only two studies (Samuelowicz & Bain, 2001; Trigwell & Prosser, 1996a). Somewhere in
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the middle of the continuum is an orientation with more teacher-student interaction than
the teacher as director orientation. Teachers in the middle of the continuum conceived of
teaching as helping students to acquire the concepts of the syllabus, helping students to
acquire teachers’ knowledge (Trigwell & Prosser, 1996a), and supporting students as they
gain expertise (Samuelowicz & Bain, 2001). The intermediate orientation was based on
the teaching-centered or learning-centered continuum. Teachers have a propensity to
teach in a certain way (director or facilitator); yet, there may be contextual variances that
would affect a teacher’s orientation to teaching (Samuelowicz & Bain, 2001).
At the tertiary level, there was consistency in teachers’ orientation to teaching
(director or facilitator); yet, no one orientation was identified to be more prevalent than
another. Teachers in higher education appeared to conceive of teaching as either
imparting knowledge or facilitating students. It would be difficult to put teachers into a
single category on one extreme of the continuum or another because teachers had a wide
range of orientations to teaching and often held more than one conception (Trigwell &
Prosser, 1996a).
The Dichotomy between Expressed Conceptions and Conceptions in Action
Conceptions of teaching may be context-dependent and some teachers may have
both ideal and working conceptions of teaching. For example, a teacher’s ideal
conception of teaching may be to facilitate learning but there may be influences that
require teachers to adopt different teaching orientations and strategies. Some of these
influences may include the level of a course (undergraduate or graduate), the students
enrolled in a course (general population or students enrolled by major), or on the academic
needs and learning styles of their students. Certain student groups might require a
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transmission of knowledge orientation whereas other groups may be better served with a
facilitative orientation (Samuelowicz & Bain, 1992).
Teaching orientations may vary based on teacher experience, teacher
characteristics, environmental factors, academic discipline, and the population of students.
(Samuelowicz & Bain, 2001). The potential contextual variables were addressed in the
literature with minimal elaboration on explicit influence to a teacher’s orientation to
teaching.
The problem of the disjunction between stated and claimed educational practice
should be considered (Samuelowicz & Bain, 1992). In order to investigate this
disjunction, the conceptions of teaching held by teachers should be translated fi'om
conceptions about their role and the purpose of lectures, tutorials, and assessment, into
their conceptions about teaching strategies (Murray & MacDonald, 1997). It is important
to make connections between what teachers think about teaching and what they actually
practice, but no observations of practice were made in Murray and MacDonald’s (1997)
study.
Educational beliefs linked to scholarly conceptions of an academic discipline were
found to play an important role in shaping teachers’ choices and actions. Conceptions
related to educational priorities, analysis of students’ performance, and the construction of
teaching practice were linked to larger cultural patterns within the discipline of three
generations of eight academic historians (Quinlan, 1999). Themes regarding beliefs about
academic discipline, instruction and students, and teaching and learning were identified in
this study. Field observations showed that participants were distributed across the
orientation to teaching continuum from director to facilitator. Observations were made of
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teachers transmitting knowledge and doing most of the talking in their classrooms to
teachers facilitating learning and guiding students to share their perceptions. This study
provided an example of the importance of field observation in research. Some teachers
professed conceptions that would lead one to think that they were facilitators of learning
yet observation of their practice indicated otherwise.
Teaching orientations are subject to contextual variables and what was considered
an ideal orientation may not have proven out in the reality of the classroom. The
population of students, the requirements of a discipline, a teacher’s prior experiences and
knowledge, and cultural influences all contributed to the way a teacher executed
instructional strategies. A teacher may have ideal conceptions about teaching but these
ideals may not be observed in practice due to a variety of conditions. A teacher may hold
a learning-centered orientation to teaching as ideal but feel the need to adopt a teachercentered orientation due to varying circumstances.
Conceptual Critique
Within the past decade, research on teacher conceptions has increased. Yet, there
are even now only a few studies that focus specifically on teacher conceptions at the
tertiary level. There have been strong foundational studies on the development of
conceptions of learning (Marton, Dali’Alba, & Beaty, 1993; Saljo, 1979; Wandersee,
Mintzes, & Novak, 1994), and it appears that many current studies derive fi’om this earlier
work. The definitions and terminology of conceptions of teaching varied from study to
study but the key areas of focus were orientations to teaching based on either transmission
or facilitation of learning.
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The dififerences between conceptions of teaching and learning in these studies are
most obvious when one focuses on their commonalities. A common framework found in
the literature was orientations to teaching. There are two dimensions to the teaching
orientation continuum. On one side of the continuum, college teachers viewed delivering
content as a component of their role as a teacher. The focus of delivery was a
transmissive approach with a teacher-centered content-oriented emphasis on instructional
strategies. On the other side of the orientation to teaching continuum is a facilitative
teaching approach with an emphasis on strategies that are student-centered and learningoriented (Burroughs-Lange, 1996; Gow & Kember, 1993; Kember, 1997; Kember &
Kwan, 2000; Murray & MacDonald, 1997; Pratt, 1992; Trigwell & Prosser, 1996a).
Student learning is the main goal of teaching and student learning could be viewed
differently, depending on the orientation to teaching. There was a parallel between the
way teachers delivered content and their conceptions about learning. The
transmissive/teacher-driven approach to teaching was found more likely to have students
adopt a surface approach to learning where a conceptual change/student-centered
approach to teaching was more likely to generate deeper approaches to learning.
Trigwell, Prosser, and Waterhouse (1999) conducted “the first study of its type to
investigate the teachers' reports of their approach to teaching rather than the students'
perceptions of their teacher's teaching, and to show relations between teacher's approaches
to teaching and students' approaches to learning” (p. 66). This study supported a
conceptual change/student-focused approach to teaching as an approach that is “more
likely to be associated with higher quality learning outcomes” (p. 68). It is important to
understand student learning and it would stand to reason that, if a college teacher were to
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help students change conceptions (Trigwell & Prosser, 1996a) and support students
(Murray & MacDonald, 1997), an understanding of student learning would be necessary.
Personal reflection regarding conceptions of their student population and the
nature of learning may facilitate the professional self development of college teachers, help
to direct instruction, and influence curriculum planning. The importance of college
teachers being responsible for and understanding the nature of student learning was
addressed directly in only one study (Burroughs-Lange, 1996). It was surprising to find
such minor focus on student learning given that the main purpose of teaching is to
promote learning.
One significant reason to understand student learning is to accommodate student
differences and characteristics. Teachers understanding who their students are as
individuals, learning their strengths and weaknesses, and determining their learning styles
is a start to this process. This information may contribute to the way a teacher thinks
about teaching and makes decisions regarding instructional strategies that will best
accommodate the needs of their students. By varying the approach to teaching and
providing diverse strategies within each orientation, accommodations might be achieved.
Parallels to teaching and learning (Gow & Kember, 1993) and the finding that some
approaches to teaching might be more advantageous for some student populations
(Samuelowicz & Bain, 1992) was addressed in the literature, but the importance of
teachers making specific accommodations for student characteristics was mentioned in
only one study (Kember & Kwan, 2000). This component of teacher conceptions,
accommodation of student characteristics, is notably lacking from the literature, yet is
such an important consideration in promoting student learning. If conceptions about how
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students leam and how learning should be accommodated are omitted, then the full picture
of teaching and learning might be considered to be incomplete. Studies that involve
teacher interviews, analysis of syllabus and field observations focusing on the
characteristics of students may sensitize teachers to the importance of strengthening
student learning based on the attributes of the students.
Learning involves some form of change in a student. Prior knowledge interacts
with knowledge presented in formal instruction, and learning outcomes may vary based on
an individual’s previous experiences (Wandersee, Mintzes, & Novak, 1994). Measuring
or assessing these changes is an important component of teaching and learning. There was
an obvious lack of studies attempting to identify and assess student learning at the college
level. Instead, the focus was solely on teacher’s instructional orientations and strategies.
Studies that identify student knowledge and conceptions before and after formal
instruction and focus on teaching orientations and strategies to best foster conceptual
change would be a valuable addition to the literature.
Just as learning involves change, so does teaching. Conceptions of teaching
change over time. Teachers approach teaching based on their prior experiences and
knowledge and change their thinking as they develop as individuals and build on
experiences (Entwistle & Walker, 2000; Trumbell, 1990). Identifying teachers’
conceptions, documenting changes in their conceptions, and understanding the reasons for
the changes would foster an understanding of the way changes in conceptions affect
orientations to teaching.
Orientation to teaching was a centerpiece for this review and conceptions about
student learning stood in the background. The literature on college teachers’ conceptions
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about teaching and learning would be strengthened by further research on conceptions
about student learning. In the next section I discuss how this might be accomplished.
Methodological Critique
The research on beliefs provided a greater variety of methods than studies focusing
on conceptions. Studies focused on beliefs utilized interviews, questionnaires,
observations, and video taping as components of data collection.
The research on conceptions included nine studies using only interviews, three
studies using both interviews and questionnaires or surveys, and two studies written by the
authors as individual case studies. Eleven of the studies used a qualitative approach for
gathering data, two studies used a mix of qualitative and quantitative data, and one study
used a quantitative approach. The primary methodology for gathering data on
conceptions has been through interviews followed by questionnaires, then case studies.
The fact that no observations or videotaping were conducted to gather data on
studies focusing strictly on conceptions is interesting. This raises a serious question
regarding the findings because participants ‘told’, either through interview or written
questionnaires, researchers about their conceptions but their conceptions in action were
never observed. Most data were based on recall alone and the lack of field observation
could lead to an incomplete picture of college teachers’ conceptions because their theories
of teaching may be very different fi’om their theories-in-action (Fox, 1983).
One might argue on one side that it would not be realistic to think college
teachers’ conceptions could be observed because conceptions are thoughts. On the other
side of the argument, teacher thinking, to include conceptions of teaching and learning,
could be readily observed because it is manifested in action.
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Trustworthiness, triangulation, member checks, peer debriefing, audit trails,
researcher logs, and disclosure are important components to consider when reviewing
research. The timing of multiple data collection methods should be reviewed and cultural
artifacts such as a course syllabus and/or student work products should be examined.
Using only one or perhaps two methods of data collection limits perspective and may
weaken the integrity of the study. The following four studies (Kember & Kwan, 2000;
Murray & MacDonald, 1997; Samuelowicz & Bain, 1992; Trigwell & Prosser, 1996b) are
examples of what might be considered a limited perspective due to data collection
methods.
A classification of conceptions of teaching based on the direct experience of
teaching as perceived and reported by academic teachers was established by Samuelowicz
and Bain (1992). They conducted semi-structured interviews with 13 academic teachers
from two institutions with different modes of teaching (distance and traditional). They
refer to “one of the mysteries of higher education - the disjunction between the stated aims
(promotion of critical thinking) and educational practice (unimaginative coverage of
content and testing of factual recall)” (p. 110). Addressing this disjunction might be better
done if methods other than interview alone were used to demonstrate the practice of
college teachers. Field observations or video recording could have supported data which
was focused strictly on teacher recall.
The relationship between conceptions of teaching and learning, and orientations to
teaching was explored by Trigwell and Prosser (1996a). They used analyzed transcripts
from a previous study (Prosser, Trigwell, & Taylor, 1994) to investigate these
relationships. Analysis of interviews conducted with 24 university physics and chemistry
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lecturers identified five approaches to teaching and six conceptions that described
teaching. In their discussion, Trigwell and Prosser state that they “found consistency in
teachers’ conceptions and approaches” (1996a, p. 281). A word of caution might be
considered with such a general statement. The information was established through
interview alone. Observation of these individuals may have produced inconsistency
between conceptions and approaches.
Conceptions concerning imparting knowledge, enthusing, encouraging, and
motivating students, facilitating student learning, and supporting students were addressed
by Murray and MacDonald (1997). This is one of only two studies that made any
reference to assessment. The majority of the participants saw themselves as facilitators or
student supporters, yet the use of lectures and tutorials for the purpose of disseminating
information conflicted with the majority view. Both interviews and questionnaires were
used to collect data, but no observations of practice were made. This could mean that
there was a disjunction between the way teachers perceived their approach to teaching and
the observed reality of their practice.
The relationship between lecturers’ approaches to teaching and their conceptions
of good teaching was examined by Kember and Kwan (2000). They used a semistructured interview format focusing on instruction, whole class or individual focus,
assessment, accommodations for student characteristics, and conceptions regarding the
source of experience/knowledge. For each of the five broad areas, participants were
placed on the continuum based on their perceived focus or strong tendency toward either
content-centered or learning-centered dimensions. These findings were based on
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interview alone and therefore were based on the perceptions of the instructors.
Observation or video taping may have further supported and strengthened the data.
There were several gaps found in the literature reviewed. Gaps are evident when it
comes to addressing conceptions about assessment and how teachers should measure
student learning. There is information on the support of student learning, yet there is little
evidence of studies that have focused questions to identify conceptions about
accommodations to student learning.
Only the studies conducted by Trumbull (1990) and Brousseau and Freeman
(1988) concentrated specifically on college teachers who were teacher educators. Further
research focused on teacher educators might have a significant impact for future and
practicing teachers. Data on the conceptions of those that teach future teachers would be
a useful addition to the literature and a place where I believe my research adds to this body
of knowledge.
A variety of perspectives were presented through interviews, questionnaires and
individual case studies. Conceptions of both students and college teachers were
represented, but the vast majority of the participants in the studies were college teachers.
Some studies addressed conceptions of teaching and learning fi-om the college teacher
perspective and, in some studies (Marton, Dali’Alba, & Beaty, 1993; Saljo, 1979;
Trigwell, Prosser, & Waterhouse, 1999), conceptions of learning were addressed from
both the college teacher and student perspective. There was a significant correlation
between teachers’ conceptions of teaching and the way they approach teaching, and
between students’ conceptions of learning and the way they approach learning (Gow &
Kember 1993).
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The only longitudinal study in this review (Marton, Dali’Alba, & Beaty, 1993)
focused on students enrolled in an undergraduate program of study. Students were
interviewed over a period of six years. The advantages of this type of study include an
increased opportunity for the participants to reflect on their learning and on their progress
as learners, and afford researchers the opportunity to study the developmental aspects of
conceptions of learning.
The relations between a teacher’s approach to teaching and the approaches to
learning of the students in that teacher’s class were investigated in an empirical study that
explored quantitatively different approaches to teaching and learning (Trigwell, Prosser &
Waterhouse, 1999). A teaching approach inventory was administered to forty-six science
teachers and an approach to learning questionnaire to three thousand nine hundred fifty sk
science students. The teaching approach inventory administered to the teachers contained
two scales, representing both ends of the approach to teaching continuum (transmission
and facilitation). The questionnaire administered to the students contained two scales
focusing on the dimensions of learning with a surface approach to learning at one end of
the continuum and a deep approach to learning at the opposite end. The researchers
explored the extent to which a teacher-focused approach to teaching is associated with a
surface approach to learning and the link between a student-focused teaching approach
and a deep approach to learning. The unit of study was the class of each teacher. By
utilizing teacher and student conceptions, the researchers were able to make connections
between the way teachers approached teaching (i.e., teaching-centered or learningcentered), and the way students approached learning (i.e., surface learning or deep
learning).
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The strategies used by effective teachers were studied by Dunkin and Precians
(1992). They interviewed 12 university teachers from a broad range of academic
disciplines who had received awards for excellence in teaching. There was no reference to
the methods of data analysis in this study; results were said to have stemmed from “careful
content analysis of the responses” (p. 487). Examples from the interview data were
provided to support the findings, but it would be helpful to know how the researchers
analyzed the data.
The conceptions of the development of teaching were explored through individual
case studies (Entwistle &Walker, 2000; Trumbull, 1990). Both studies focused on an
individual’s understanding of how conceptions develop and change over time. This indepth individual reflection of each teacher’s professional development provides a more
complete insight into the development of conceptions of teaching and learning than
interviews or questionnaires. These studies are important when considering faculty
development.
A variety of research methods should be utilized in order to gain a clear and
comprehensive understanding of teachers’ conceptions about teaching and learning. This
is an important consideration when designing studies for future research.
Future Research
Further research is needed in several areas. First, the connection between
conceptions and practice should be examined more closely and with a variety of methods
(Samuelowicz & Bain, 2001). A teacher may express certain conceptions about teaching
and learning but, when it comes to instructional approaches and strategies, what a teacher
does may not correspond to what that teacher thinks is ideal. This can be due to a variety
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of contextual influences such as student characteristics, requirements of a discipline, and
cultural or societal influences.
Second, the relationship between teaching and learning should be investigated
further. Findings could identify the most effective teaching orientations and strategies to
enhance learning for all students. College teachers, through faculty development, could be
guided to determine which strategies best work with their teaching orientation.
Third, research designed to provide a deeper understanding of how teaching
orientation and understanding of students is influenced by an individual’s conceptions
would be valuable. These findings could provide a strong starting point for a
comprehensive faculty development program that could help college teachers to explore
the affect of their conceptions on their teaching and on their understanding of students.
Finally, future research to focus on gathering data to identify the conceptions of
individuals who may teach preservice teachers would be beneficial. Because college
teachers model teaching orientations and strategies for preservice teachers, understanding
the conceptions behind their practice would provide insight to their understanding of
effective practice.
Conclusions
Terminology and definitions of the term conceptions vary widely and, though there
are operating definitions available, some researchers choose to use and interchange words
(such as beliefs, conceptions, perceptions, understanding, knowledge) without clarification
of the meaning in the context of their specific studies. This review has made clear the
importance of clarification of terminology. It would also serve the field to clearly identify
commonly held conceptions about teaching and learning.
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Based on this review, I have defined conceptions as ways of knowing or
understanding. Conceptions are the interpretations and understanding of ideas or
abstractions as means of making sense of phenomena; they are ways of thinking that are
influenced by personal experience.
There were evident gaps in the literature; my specific interest is to add to the body
of literature studying teachers’ conceptions at the tertiary level. My plan is to include
conceptions both from the perspective of the academic subject college teacher but also
from the perspective of the teacher educator.
College teachers’ conceptions regarding orientations to teaching and conceptions
of learning may vary based on experience, teacher characteristics, environmental factors,
academic discipline, and the population of students. The conceptions regarding a
teacher’s orientation to teaching and understanding of learning may be articulated in one
way and demonstrated in another fashion.
Data collected on conceptions solely through interviews and surveys are only as
good as an individual’s recall and, in any circumstance, are always influenced by the
individual’s personal perspective. If a more complete picture of conceptions about
teaching and learning in practice is desired, it is important to include field observation and
document analysis as components of data collection. Teacher recall, field observations
and documents such as syllabi and assessment measures would not only provide a richer
picture of college teachers’ conceptions in practice but would serve to help identify areas
for faculty professional development.
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Implications for Faculty Development
This review of literature can serve as a source for recommendations for faculty
development. Key findings provide points of consideration for individuals creating teacher
development programs and working with educators at any level. If a facilitative
orientation to teaching enhances the quality of student learning, then a program that
provides teachers with the skills to approach teaching in a learning-centered fashion would
be desirable. Several components would be required if a development program were
aimed to change teachers content-centered conceptions to student-centered conceptions.
First, determining the meaning and action potential of teacher conceptions would
be an important step before proceeding with any teacher training or faculty development
(Tillema, 1994). Changing teachers’ conceptions of teaching and learning toward a focus
on students’ development of conceptions rather than focusing on a teacher’s orientation to
teaching would be a positive step toward deeper student learning (Trigwell, Prosser, &
Waterhouse, 1999).
Second, important to faculty development is the understanding of how conceptions
of teaching and learning develop and change over time and how these conceptions are
built up fi'om knowledge, experience and associated feelings. The understanding that a
sense of dissonance is often required in order to promote conceptual change in teachers
and that change is promoted by reflection (Entwistle & Walker, 2000; Trumbell, 1990) is
important.
There is a need to explore a model presenting the use of teachers’ reflection of
personal experience against a conceptual framework. This model may produce conceptual
change and prevailing conceptions may be challenged and promoted (Entwistle, & Walker,
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2000; Trumbell, 1990). An additional component of this reflection and a goal for faculty
development might be to encourage teachers to form their own positions regarding
educational issues (Brousseau, 1988).
Third, a sensitivity to the differences among disciplines and the varying
conceptions within departments (Quinlan, 1999) is important and may lead to a consensus
among program faculty as to the ways in which teacher conceptions should be shaped,
and/or challenged. Modifying teachers' classroom behaviors, personal characteristics, and
their beliefs about teaching and students, especially those that damage the effectiveness of
their instruction (Havita, 2000) can occur by increasing the knowledge and understanding
of teaching strategies and the ways these strategies may contribute to the main dimensions
of effective teaching. Once this knowledge is attained, teachers might be guided to select
strategies that best fit their personalities, content, teaching styles and individuals in their
classroom. (Hativa, Barak, & Simhi, 2001).
Finally, a model is needed to help explore the conceptions with which college
teachers define their work and the emotion and affect that have important implications for
how teachers learn and how they use what they learn (Nespor, 1987). A goal of this
model should include the identification of the conceptual base for teachers’ motives in
relation to their conceptions about learning, their learners and other perceptions of their
role within the school community (Borroughs-Lange, 1996).
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CHAPTER 3
METHODOLOGY
There were three purposes to this qualitative comparative case study: first, to
determine whether college teachers’ conceptions of teaching and learning are influenced
by their personal background as a student or novice teacher, their conceptions of academic
discipline, and their conceptions of students; second, to examine the orientations to
teaching in college classrooms and the educational conceptions of college professors
regarding their teaching and classroom learning environments; third, to investigate how
college teachers’ articulated conceptions of teaching and learning translate to the reality of
their classroom practice. To conduct this investigation, I used formal interviews, informal
interviews, document analysis, systematic observation and descriptive field notes to
provide descriptions of college teachers from three different academic disciplines. An
overview of this study’s design is represented in Figure 1.
Data were collected to provide a thick, rich descriptive narrative of college
teachers’ conceptions of teaching and learning (Merriam, 1998; Wolcott, 1994). These
chronicles of teaching and learning included participants’ words, descriptions of classroom
field observations, and excerpts of documents. From these descriptions, the reader will be
able to view the perspectives of a group of college teachers in relation to their conceptions
of teaching and learning.
Qualitative methodology was chosen to investigate college teachers’ conceptions
about teaching and learning because “research focused on discovery, insight, and
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Figure 1: Overview of study design
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understanding from the perspectives of those being studied offers the greatest promise of
making significant contributions to the knowledge base and practice of education”
(Merriam, 1998, p. 1). By gaining entry into the perspectives of another through
individual case studies, the larger phenomenon of teaching was closely examined.
Individual teacher perspectives were respected and the commonalities and differences
between individuals were explored (Patton, 1990).
The purpose of this chapter is to provide information about how I collected data
and why specific research methods were used. In addition, I will explain data analysis and
management in relationship to the development of categories that described college
teachers’ conceptions regarding teaching and learning.
Context
This qualitative comparative case study was a new phase of a previous pilot study I
conducted during the 2002-2003 academic year. The pilot study was designed to explore
the conceptions of college teachers relating to teaching and learning. In the initial study, I
reported on a three phase process involving six college teachers representing a variety of
academic disciplines. The participants were observed in their classrooms and interviewed
using different interview methods (semi-structured, phenomenological in-depth, and focus
group interviews). Data analysis led to the identification of the participants’ preferred
orientation to teaching (teacher as director or teacher as facilitator). The realization that a
teacher may have a preferred orientation to teaching but may need to compromise that
ideal based on contextual variables (such as the level of course and the population of
students) became evident. The present study marked the second year of data collection.
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and explored the contextual compromises that college teachers made regarding their
conceptions of teaching and learning.
Comparative Case Study Design
The work of an individual college professor teaching an academic course load was
classified as a case. A number of terms can be used when researchers conduct a study
using more than one case. Such terms may include collective case studies, cross-case,
multicase or multisite, or comparative case studies (Merriam, 1998). Comparative case
studies involve the collection and analysis of data from several cases.
Rather than studying one college teacher’s conceptions regarding teaching and
learning, I proposed to study several because “the more cases included in a study, and the
greater variation across the cases, the more compelling an interpretation is likely to be”
(Merriam, 1998, p. 40). My plan was to investigate college teaching from the perspective
of teachers in several academic disciplines as they taught both introductory and upper level
courses.
Identification of Comparative Case Studies
One of the most important criteria in selecting cases should be to maximize what
can be learned. The purposefully selected participants provided a great deal of
information about issues of central importance regarding conceptions of teaching and
learning at the tertiary level (Patton, 1990),
Furthermore, the selection of a qualitative comparative case study design was well
suited to my research questions and could be characterized as being particularistic,
descriptive, and heuristic (Merriam, 1998). The cases were particularistic because they
focus on a particular phenomenon (conceptions of teaching and learning). The cases were
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descriptive in that the end product was a “rich, thick” description of the phenomenon
under study (Merriam, 1998). The cases were heuristic because they clarified and added
to the understanding and insight of the phenomenon under study.
In summary, the qualitative comparative case study design was selected because of
the nature of the research problem and the questions being asked. I decided to present
comparative case studies because this design offered insights about patterns and
uniqueness among individual cases.
Site and Participants
Participants (2 female and 1 male) were employed as full time faculty at a small
liberal arts college in Massachusetts. The three participants were a purposefully selected
sample that was representative of college teachers fi'om a variety of disciplines including
English, History, and Science. I carefully considered the courses that each participant
taught to ensure the opportunity for field observation in both introductory level (open to
all students) and upper level (major specific) courses. Two of the three participants
(English teacher and History teacher) were involved in my 2002-2003 pilot study. The
Science teacher was a new participant. Additional data was collected on the new
participant to provide a complete profile of all participants.
All participants volunteered to have their classroom teaching observed and to share
documents associated with their courses (syllabi, tests, and student work). All consented
to tape-recorded formal interviews and were amenable to open informal interviews on an
as needed basis. Appropriate informed consent and human subject approval (See
Appendix A) was followed and pseudonyms were used for each participant.
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Participants included Libby, a female in her mid-thirties who had been teaching for
over five years in the English Program. Prior to her fiill time employment at the college,
she taught English part-time for six years. She is A.B.D. and working on her dissertation
in Medieval Literature. Libby had earned two Master’s Degrees, one in English and one
in Medieval Literature. Her undergraduate degree was in secondary education. The
classes observed for the purpose of this study were Play as Performance and Literature
and English Senior Seminar.
Harry, a male in his mid-fifties had been teaching history at the college level for
almost thirty years. He had been teaching in the History Program at the college for sixteen
years. Harry has a doctoral degree and is a tenured professor. Harry also holds a Master
of Education in history and his undergraduate degree included a focus on secondary
education. The classes observed during this study were Western Civilization and
Historiography and Methodology.

Sandra, a female in her early fifties, had been teaching in the Science Program at
the college for over three years. Prior to her full time employment at the college, she
taught at another college and was involved in research. Sandra has a Ph.D. in chemistry
and a special interest in environmental sciences. The classes that were observed for the
purpose of this study were Introduction to Environmental Chemistry and Environmental
Chemistry. Environmental Chemistry includes a laboratory requirement.

For the purposes of analysis, the gender, age, number of years teaching, and
earned academic degree of each participant was not applied. These facts were included
for informational purposes and for possible use in future studies.
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Entry to the Site
I was employed as a full time faculty member and Director of Education Programs
at the college where I conducted this study and where I conducted my pilot study. My
research was fully supported by fellow faculty members and the administration. I discuss
researcher bias as a final component of this chapter.

Data Collection
Data for this study were collected from four sources: (a) formal tape-recorded and
transcribed interviews with each teacher, (b) informal interviews with teachers,

(c)

descriptive field notes from class observations, and (d) course documents. Analysis was
ongoing throughout the study.

Formal Interviews
Formal interviews were conducted with all participants in this study. The
interviews allowed the researcher to obtain data from the college teachers regarding their
conceptions of teaching and learning.
Formal interviews were approximately 45 minutes in length and each college
teacher was interviewed on four occasions. Interviews were semi-structured and
scheduled at a time and place that was mutually agreeable. Interviews were conducted
during the spring 2004 semester. All interviews were audiotaped and transcribed
verbatim.
The interviews focused on individual teacher’s conceptions about the following:
(a) course syllabus, (b) academic discipline and approach to teaching, (c) student
assessment and characteristics, and (d) compromises due to contextual factors. As
previously noted, the participant that did not participate in the previous pilot study was
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asked additional questions regarding personal and professional background. A semistructured interview guide with open-ended questions was used for each formal interview
(See Appendix B).
Informal Interviews
Informal interviews were used throughout the study and helped the researcher to
follow-up and further clarify information collected from field observations or identified
during data analysis. These interviews were unstructured; they were not audiotaped. The
responses to informal interviews were recorded in a research journal immediately after the
interaction.
Descriptive Field Notes
Descriptive written field notes from classroom observations provided a detailed
record of classroom practice. Observations of each teacher were completed during their
classroom instruction and were scheduled so that I could view each teacher using a wide
variety of teaching strategies. Teachers were observed teaching both introductory (open
to all students) and upper level (major specific) courses. Descriptive field notes from
observations provided a detailed record of observed classroom events, strategies teachers
utilized to teach, teacher-student interactions, and student behaviors and interactions.
Observer notes were recorded during observations and field notes were reviewed and
elaborated on after each class meeting. Data from field observations were used to guide
follow-up interview questions.
Course Documents
Course documents that included syllabi, tests, student work, and handouts were
collected and reviewed both before and during analysis. Syllabi were compared to
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previous semester syllabi and adjustments or changes were noted. An Institutional
Survey, identifying student conceptions, was also used during data analysis.
Data Analysis
Data collection and data analysis are simultaneous processes in a qualitative study;
therefore, data analysis informed the data collection process. Data analysis was conducted
to inform the following research questions: (a) What contextual variables influence the
formation of a teacher’s orientation to teaching? (b) What contextual variables influence
the implementation of a teacher’s orientation to teaching? The following is a description
of the analytical process I followed in this study.
Interviews, Field Notes, and Documents
Data management, organization and analysis was an ongoing process throughout
the study. By concurrently collecting and analyzing data from field observations and from
the first interview, additional questions for subsequent interviews were generated. Field
notes were reviewed and interview questions were developed to better serve the purpose
of the study (Merriam, 1998).
Data analysis involved constant comparison and the construction of data into
categories and themes that reflected the purpose of the study (Merriam, 1998). Broad
categories were identified and then deconstructed into smaller sub-categories.
Determination of categories and sub-categories provided a way to organize the data.
Categories and sub-categories were extracted from the data using open and axial coding
(Strauss & Corbin, 1998), and consisted of topics mentioned by each participant or those
observed during field observations. Coding of raw data and the construction of categories
was conducted simultaneously.
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Three steps were followed. First, during open coding, categories were developed
in terms of their properties and dimensions. Second, axial coding was used to identify
sub-categories. In this phase of data analysis categories were systematically developed
and related to other categories. Finally, a cross case analysis was conducted to identify
commonalities and unique conceptions among participants. Interviews and field notes
were analyzed from each participant’s interviews and classroom observations. These were
analyzed as individual cases and were then considered for cross-case analysis.
Field observations and verbatim transcript comments from interviews were
continuously coded, compared, and sorted throughout the process. The process was
systematic and ongoing, and data was coded in multiple ways (Rossman & Rallis, 1998).
First, categories and sub-categories were identified, and participants’ responses to
interview questions, field observations and information from syllabi were sorted using the
code-recode strategy (Anfara, Bro^wn & Mangione, 2002). Second, data was sorted
based, firstly, on the interview questions and, secondly, on identified categories and sub¬
categories. Third, a subsequent analysis included a deeper examination of transcripts, field
notes and syllabi were used to refine categories and the properties and dimensions of each
category. Finally, data were analyzed using the selective coding strategy with each
category being identified. Transcripts were examined to insure support of the properties
and dimensions by evidence (Strauss & Corbin, 1998).
Trustworthiness
Trustworthiness was established with five methods: (a) member checks, (b)
prolonged engagement, (c) data triangulation, (d) researcher journal, and (e) an audit trail.
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These methods helped to address the potential limitations of a qualitative study
(generalization, reliability, and validity).
Member Checks
Member checking involved sharing interpretations of findings with participants.
Participants were provided the opportunity to review and clarify their points of view
which they felt may have been misinterpreted (Merriam, 1998; Rossman & Rallis, 1998).
All interview transcripts were shared with the participants and they were encouraged to
review the comments, provide clarification as needed, check the transcripts for accuracy,
and add any information they may have felt necessary. In addition, participants were
provided with initial categories and relationships among categories to check for accuracy.
Prolonged Enga£ement
My employment at the college, coupled with my prior observations and interviews
during the previous academic year, provided me the opportunity to understand the culture
of the college and develop the trust of the participants. The data collected for this study
built upon my previous study and previous contact with two of the three participating
teachers. This helped to establish validity by placing my participants’ words and actions in
context with the school culture.
Data Triangulation
Data triangulation refers to the collection of data from multiple sources (Patton,
1990). Triangulation of data (using multiple methods and multiple data sources) was used
to confirm the findings in this study (Merriam, 1998; Rossman & Rallis, 1998).
Participant interviews, field notes, and course documents all served as sources of data.
The results of this study portray the categories and sub-categories identified from multiple
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methods and data sources and will, therefore, improved the credibility of findings and
interpretations.
Researcher Journal
A reflective journal to document my thoughts and decisions was kept throughout
the study. The journal contained research memos focusing on personal reflections of the
research process. I recorded methodological decisions, such as interview protocol,
questions raised including issues regarding researcher bias, and my evolving perceptions of
the study. This journal also served as a way to document my thinking as to how I made
sense of the data during data collection and analysis.
Audit Trail
As a final method of trustworthiness I created an audit trail to include raw data
(transcripts, field notes, and documents), research memos, data analysis diagrams, and
information about individual and cross-case analysis.
Researcher Bias
In qualitative research, the researcher is considered to be the primary instrument of
data analysis; therefore I feel it is important for the reader to be aware of some of my
personal biography. As a researcher conducting studies in my workplace, I carefully
considered the importance of being sensitive to my own subjectivity, and I took steps in
order to remain objective during each study.
My professional experience is in the world of early childhood education. This
experience biases me towards certain methods of teaching. My theoretical approach is
eclectic with a strong focus on the student as a learner and teacher as a facilitator. Many
of my colleagues have their professional experience in higher education and teach in a
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manner that is antithetical to my perspective of the ideal. I am aware that I must remain
nonjudgmental of their methods and open to trying to understand the rationale for their
choices.
Years ago, a wise mentor taught me always to ask, “Whose needs are being met?”
when I planned curriculum activities for the children in my care. I have found that this
question applies not only to curriculum but to most teaching. I think about the unequal
power balance between teachers and their students. I struggle when this ‘teacher power’
is misused and the need to ‘profess’ overrides the responsibility to meet the needs of the
learners in the classroom. I realize that those that ‘profess’ believe that they are
transmitting information to their students and mean no harm as they do so. I know I must
take these teachers’ intentions into account as I move through analysis and writing.
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CHAPTER 4
RESULTS
The results of the data analysis are presented in this chapter and are related to the
two key research questions: (a) What contextual variables influence the formation of a
teacher’s orientation to teaching? (b) What contextual variables influence the
implementation of a teacher’s orientation to teaching?
Orientation to teaching is defined generally as the way teachers plan, prepare for,
and conceive of teaching. This may be content oriented, learning oriented, or somewhere
in between (Samuelowicz & Bain, 2001; Trigwell & Prosser, 1996a). Conceptions of
teaching is broadly defined as teachers’ thoughts or knowledge that may influence
teaching orientations as well as classroom procedures and, in the end, affect student
learning (Kember, 1997).
The following results are based on data analysis procedures described in Chapter 3.
The coding of raw data, construction of broad categories for each participant, and
identification of common themes and unique perspectives are reported below.
Influences on the Formation of Teaching Orientation
The qualitative aspects of the open-ended interview questions yielded results that
reflected research literature on teaching orientations. Overall, the teachers in this study
clearly indicated that they were predisposed to teach in a specific way (director/contentcentered or facilitator/leaming-centered). Data analysis from field observation of both
introductory and upper level classes supported these findings. Teachers’ personal
experiences and their conceptions of the culture and requirements of their academic
discipline were two contextual variables that were extracted from the data. These
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variables were identified as influences that informed teaching orientation (director or
facilitator). In addition, these variables were found to influence the way that teachers
planned instruction. An overview of these influences is represented in Figure 2.

Figure 2: Influences on instructional design

The solid arrows represent the interaction of teachers’ personal experiences as
students on their conceptions of their academic discipline, ideal teaching orientation and,
ultimately, with the way they design instruction. The solid arrows also represent the
interaction among teachers’ academic discipline, ideal teaching orientation, and
instructional design. Teaching orientation, as demonstrated by the solid arrow, also
influences the way teachers design instruction.
Once instruction has been implemented (through a lesson or course), teachers’
experiences, conceptions about their academic discipline, and teaching orientation may
change (see dotted arrows) and, in turn, the design of instruction may be altered to meet
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teachers’ new theories-in-action. These changes are explained using the participants’ own
words to illustrate the concepts.
Experiences as Students
Analysis of interview and field observation data demonstrated the influence of
previous teachers on participants’ orientation to teaching. Interview data established the
category of teachers’ experiences as students as an influence on the formation of their
teaching orientation.
Harry stated, “my teaching is defined by the people who have taught me, the text
books I use, and the presentations I make.” When asked about his ideal method of
teaching he replied, “lecture” and he stated that he was taught his discipline through
lecture. His experience as a student in Europe fostered the expectation that “students
listen and take notes, and the professor would leave, and the students never have a
conversation with the professor.” Observation confirmed Harry’s teaching orientation as
lecture based and clearly that of a teacher director. In his introductory course, his main
method of delivery was lecture; he briefly referred to notes, and had occasional dialogue
with individual students. Students took notes in his class and were primarily passive
recipients of information. He used less of a lecture format in his upper level course, yet
the delivery of instruction was structured and clearly teacher directed.
During one interview, Libby stated that she was influenced by her experiences as a
student. She spoke of teacher models that encouraged student exploration, flexibility
within the classroom, and interaction among teachers and students. As a student, Libby
was “excited by teachers giving some control over what we were going to explore... I
think that influence is how I go into the classroom.” She stated that she teaches the way
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she learned. Libby’s teaching orientation was influenced by her learning as a student and
she purposefully planned her instruction based on that influence. She recalled a teacher
who would “basically walk in with her book and that’s it, no notes, just the ones in her
book... and the whole class would get into discussions.” Libby was observed using the
same strategy during one field observation. She had her book, used it as reference and
guided discussion. Her college classroom was a place of student exploration and active
student involvement. During subsequent observations, in both introductory and upper
level courses, students were encouraged to participate and contribute thoughts and ideas.
During an interview with Sandra, she recalled rejecting the way she was taught
with the exception of one science teacher who she thought was “formative ... not because
she used the investigative model, but because she had great enthusiasm for the topic and it
was also wonderful for me to see a female role model in high school.” She recalled her
early experiences as a student in the laboratory setting when she “felt real rather than
theoretical and it felt as if I had some agency in my own learning. I liked that.” Sandra’s
teaching orientation was influenced by her learning as a student. When Sandra was
observed, she demonstrated enthusiasm for the subject she taught and facilitated learning.
Her teaching orientation was different than her formative role model and she articulated an
awareness of this difference. During one field observation, she explained to her students
that the information gained from her course would “empower them to be agents of
change”.
Results suggested that the experiences participants had as students played a role in
the formation of their teaching orientation. Just as early experiences influenced teachers’
orientation to teaching, their academic discipline also served as an influence.
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Culture of Academic Discipline
The category of academic discipline was extracted from the data as an influence on
the formation of teaching orientation. When asked about the culture and requirements of
their academic discipline, the participants shared their conceptions as they identified
distinctive characteristics of the culture in their academic discipline and articulated how
these might influence their teaching and be considered as they designed their syllabi and
thought about instruction.
When asked about the culture in the discipline of History, Harry explained, “.. .the
culture that has developed is very much related to research, writing, publishing in
monograph form and journal articles, and annual conventions where historians organize
things according to specific topics.” He viewed the discipline from two perspectives, that
of a professional historian and as a teacher. “.. .my end of the discipline as a professional
historian is both inseparable from the world of teaching and at the same time so removed
from the world of teaching and it also has its own culture and its own rules.” He viewed
his archival research, professional writing, and reading as a resource “to provide students
with more interesting stories... all part of the discipline’s culture.” He shared that he
travels, visits archives and writes whenever he has free time from teaching. In this way, he
has found a balance in his role as a historian and as a teacher. He stated that “because of
the weight given to research and publication (when he was) in graduate school, the
teaching ... had to develop on its own.” His focus in school was academic content rather
than pedagogy. He found that he relied on previous teachers as models for his own
teaching.
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Libby described the culture in the discipline of English as,

. .probably a bit less

rigorous (than other disciplines), a bit more Bohemian. In EngKsh it’s seen as much more
interactive ... there aren’t as many absolutes in literature, there’s much more openness to
interpretation...” She explained that this “... puts the student on a more even basis with
the teacher. The student may have a different interpretation but that doesn’t mean the
student is wrong as it is in more literal fields.” It would stand to reason that the nature of
the culture of this discipline would easily lend itself toward a more facilitative orientation
to teaching. For literary works to be analyzed, teachers need their students to be actively
involved in the process.
The culture of the discipline of science was viewed by Sandra as, “... discovery
based, inquiry based and, in an ideal world, totally investigative ... and the idea of the
utility of every side line; that’s what I think the culture is and what I would try to foster.”
She stressed that the culture of science has changed from a culture of individuals working
in isolation to the more interactive “... open ended investigative approach ... proposed by
the American Chemical Society...” The influence of this culture was reflected in her
orientation to teaching. During field observations, her students were active participants in
both the traditional classroom and laboratory environments. She stated that is it important
to recognize “... that you must begin to live that way early in your career as a scientist
otherwise you won’t be able to be either a researcher, or a teacher, or a communicator, or
however you choose to apply your science.”
The formation of teaching orientation was influenced by teachers’ experiences and
the culture of their academic discipline. Axial coding was used, and teachers’ academic
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discipline was also identified as an influence to the implementation of their teaching
orientation.
Influences on the Implementation of Teaching Orientation
The interview process involved the discussion of teaching orientation.
Participants’ identified themselves as being predisposed toward one of two orientations.
They preferred either a director (content oriented) or a facilitator (learning oriented)
orientation. The teacher director conceived of teaching as a process that required a
teacher to lead students to learn. Teacher facilitators conceived of teaching as more of a
partnership, with both teachers and students as learners. The teachers were asked to
describe their ideal orientation to teaching and to share what influences might affect the
implementation of their ideal teaching orientation.
Analysis of interview and field observation data identified a variety of contextual
variables as influences on teachers’ orientation to teaching: teachers’ academic discipline,
their student population, conceptions of student learning, and other variables such as
course requirements, class size, and the level of the course (introductory or upper level).
These influences affected teachers’ orientation to teaching (director or facilitator) and, at
times, forced them to compromise their ideal teaching orientation. The overlying category
of contextual influences and the variables extracted from the data are explained below
using the participants’ own words to illustrate the concepts. Figure 3 provides an
overview of these influences.
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Figure 3: Contextual influences

Harry stated that he was teaching in a way that he considered ideal. His teaching
orientation was that of a director. He primarily lectured and explained that a benefit of the
lecture method

. is that it does create a certain distance between the faculty member

and the students ... I would rather ... a more discreet distance, and trust them, and be able
to point to things they should write on an essay exam.” Harry expected his students to be
responsible for their own learning and viewed himself as a director of that learning.
During observations in his introductory course, he wrote key words and phrases on the
board and identified information that would be on an exam. He expected his students to
take notes and stated, “.. .whether or not they are doing it very well, how much they’re
learning from their note taking, I couldn’t say... I make sure that things are often repeated
so that they pick them up.”
Libby shared that her “... ideal is open discussion ... when I sit back and they start
talking to each other instead of just to me ... in the upper level classes they are starting to
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do that more ... they get good debates going ...” Her orientation to teaching was that of a
facilitator. She encouraged students to participate in class but there was an observable
difference in the participation level of the students in the introductory course. Libby asked
open-ended questions but it was obvious that students waited for her questions before
interjecting their comments.
Sandra’s ideal is “... for the students ... to work together. It’s a good way to get
feedback. There’s a sense of exhilaration and discovery and mastery and that’s the best
signal when a student is learning and I always look for that...” She recognized that this
ideal would not happen in “.. .every section of this course and it won’t be every course,
but sometimes, somewhere they will have that experience and that will light a fiiel fire, I
hope.” Her teaching orientation was facilitative and observations in both the introductory
and upper level courses demonstrated that students actively participated in their learning.
Even during times that were categorized as lecture, students freely commented on the
material and asked questions about the content that was presented.
Open discussion and mastery through group discovery were both strategies
considered to be ideal by teachers who facilitated learning, yet these teachers realized that
their students’ conceptions of classroom behavior and learning may limit their ideal
teaching orientation. The one teacher that directed learning focused on content and
repetition when he taught. He trusted his students to learn through his lectures and
viewed this strategy as ideal. The teachers in this study expressed their general
conceptions about their academic discipline and student population in light of their ideal as
well as the reality of their classrooms.
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Academic Discipline
Teachers’ academic discipline affected the formation of their teaching orientation.
Data analysis suggested that the requirements of a teachers’ academic discipline was an
important influence when they designed their courses.
In introductory history courses, Harry built in “some aspects of the discipline. For
example, we read primary sources, I teach them about academic journals, and secondary
sources, but further than that they don’t go at the beginning level because that’s
challenging enough.” In the upper level courses, document analysis, journal article
reviews, and writing journal abstracts were all “important things for history students to
learn.” These skills were all considered in the design of instruction. When he considered
the nature of knowledge gained by students in his classes, both introductory and upper
level history courses had requirements established by the discipline.
English literature requisites were addressed when Libby stated it was important
that,

. .they’re (students) not just reading; that it’s constant analysis. They need to be

analyzing something because that is the whole purpose of the literature course; it’s to
teach them how to read deeper into text.” Libby stated she thought, “this is one area
where the Bohemianess of literature really comes out... I don’t have nearly as rigid a
lesson plan as I think a lot of other people do because I want to approach the literature
from where they (students) want to.” She shared, “we’re not so much teaching content as
we are teaching skills. I tell them I am much less concerned that they understand exactly
what Macbeth is about but I am far more concerned that they can walk away reading a
Shakespeare play.” When designing instruction, Libby stated, “a lot of what’s important
to learn is established by the major itself” She viewed the nature of the knowledge gained
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by her students as a combination of discipline specific regarding skills but controlled by
students in respect to choice of assignments and focus of topic area.
Sandra explained that she was not taught science as she now teaches: she now
teaches “in rejection of what was then.” She stated, “The nerd can no longer be the
model.” The culture of the discipline requires that “you need to be scientifically literate,
quantitatively literate, socially aware, and able to communicate. At the heart is a
questioner.”
When designing instruction Sandra viewed “disarming (students’) years of fear
about the quantitative nature of science” as “one of the big, important things I have to
consider and the learning experience that I have to undo before I can begin to go.” The
nature of knowledge gained by the students in the introductory level course was built on
the discipline’s “... fi-amework for analysis and understanding” and was designed to get
students interested in and feel a sense of empowerment regarding environmental issues.
Sandra indicated that the upper level science course was much more “discipline based”
than the introductory course. Students in the upper level course were exposed to periodic
tables and laboratory experiences.
All participants said that they considered the culture of their academic discipline
when they developed their syllabi. These considerations were evidenced during field
observations and through course syllabi. Their conceptions of their discipline influenced
their teaching orientation. The teacher director demonstrated a content focused approach
and the teacher facilitators exhibited a learning focused approach. Not only was the
academic discipline considered when teachers designed instruction, analysis of interview
data determined that all participants mentioned the influence of their student population.
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Student Population
An analysis of teacher quotes revealed that teachers in this study consciously
identified variables that they felt affected the way they teach. Axial coding and cross-case
analysis revealed that the following variables influenced teachers’ ideal teaching
orientation: influences of popular culture on students, the range of students’ learning skill
levels, and the preparation students had for college learning.
Two of the three teachers identified popular culture as an influence on their
student population and on their orientation to teaching. One of these teachers was a
teacher director, and one a teacher facilitator. The teacher that did not mention this
influence was about fifteen years younger than the other two teachers and, therefore,
closer in age to the student population. Though chronological age of the participants was
not considered in this study, this may be an area where the age of the teacher might be
further examined.
All three participants (director and facilitators) identified both the range of
students’ learning skill level and preparation for college learning as influences they
considered when they designed instruction. The level of students’ skill and their
preparation for baccalaureate study impacted teachers’ conceptions of their ability to meet
the requisites of their discipline and influenced decisions they made when delivering
instruction.
Influence of Popular Culture
Analysis of the interview transcripts identified the category of popular culture on
students as an influence that affected teachers’ orientation to teaching. Two teachers (one
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director and one facilitator) thought that influences such as the media and internet
increased the passivity of their students and minimized real life experiences.
Sandra spoke of the students’

. lack of curiosity ... I don’t think it’s only

because of their economic or geographic background, but I think it is a lot of virtual living
...

They are all very passive and that’s why they feel bored.” Sandra regularly provided

field trip experiences for her students as a remedy for their lack of experience. She stated
that, “they have to get out there and they have to live.”
Harry addressed the influence of his students’ limited backgrounds and their
tendency

. .to be popular culture junkies to the extent that they spend more time

watching MTV.”

He said that because, “life for many of them is mostly about

entertaining themselves...” there are “... some challenges for anyone who is trying to teach
anything either theoretical or practical because, if they don’t find themselves entertained,
they tend not to pay attention.” As a result of this influence, Harry realized the need to be
more entertaining in his lectures.
Student Learning Skill Levels
An analysis of teacher quotes in the final transcripts revealed that the subjects were
unanimous in identifying student learning skill levels as a variable affecting their teaching
orientation. Teachers recognized that students possess and exhibit a wide range of
learning skill levels and that this range affected the way they could teach.
For example, Libby stated, “... there’s a huge range of reading abilities and that...
sets up a huge range in their analytical ability. If they can’t read, they can’t analyze.” She
found that students’ lack of analytical ability affected her preferred method of facilitated
discussion and noted that “it’s hard to get into a discussion when they don’t event know
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what they’re supposed to do... it’s a challenge ...” She stated that she has to alter her
ideal orientation and “... completely control the class...” by asking questions and
expecting students to respond.
Equally, Sandra noted that students are “.. .all accustomed to just memorizing fact,
fact, fact.. .that’s what they know and I’m trying to move them out of that.” She stated
that she is continuously “tweaking the pace and that differs with every bundle of students
that come through the door ... I’m constantly looking for that blank stare .. .1 regroup,
and rethink, and give other examples...”
Harry noted that, “... in the college classroom one assumes that the students have
some skills; ... one assumes they can take notes, one assumes they can read, and one
assumes they can study.” Contrary to Sandra’s conceptions of students’ familiarity with
memorization, he states he is challenged because “...many of them (students) today never
had to memorize anything...” The lack of students’ ability to memorize requires Harry to
deviate from his preferred direct lecture method to “... make some form of lively
presentation for them.”
The wide range of students’ learning skill levels influenced these teachers teaching
orientation and the way they thought about instruction.

Sandra noted, “I have one

student who’s blowing the top off everything and I really don’t know what to do with him
because I can see he’s really capable and anxious for more and ... I can’t leave the others
in the dust.” She said she struggled with the realization that when, “some are not getting
it” she needs to either “pause to try to give an opportunity to take a different approach or
give them more time and yet not lay bare the fact that these are the ones who are going to
hold all the rest.. .back.”
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Careful comparison of interview data identified students’ preparation for college as
a component of teachers’ conceptions about students’ learning skill level. Teachers
addressed how students’ learning skill level and preparation for college influenced their
conceptions about student learning.
Student Preparation

I have defined student preparation as the acquired proficiencies students’ bring to
the college classroom. These consist of a combination of student’s academic ability,
learning skill level, and maturity level. Analysis of interview data determined four areas
participants viewed as challenges: lack of writing skills, low level reading ability, poor
academic content preparation, and gaps in “common culture” of students. Whether the
class was introductory or upper level, the preparation of students affected orientations to
teaching. All participants identified at least one or more areas of students’ lack of
preparation for college as a challenge to their ideal teaching orientation.
Harry identified “lack of writing skills” as his “single greatest challenge with
today’s students.” He explained that, “writing is as generic to History as writing is to
English or Literature and their poor writing skills are things that... I can teach them ...
but I can’t do it with large groups.” In his introductory level course, Harry gave his
students a structured time line for their writing projects. He expected drafts and provided
drafts and final copies of his own writing so that he could “show them the way in which
the final draft actually developed.” At the upper level, he said he “assumes that the
student is going to be a self motivated learner ... who has a better idea how to put writers
and writing in perspective.” For these students, he provided much less scaffolding. He
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viewed a larger class size (30 students) as a deterrent to his capacity to meet the challenge
of poor writers.
The reading ability of students was addressed by Libby when she stated,

. we

have so many students who have yet to go beyond literal reading ... it’s a
challenge.. .they’re not ready to read beyond literal, ... it’s hard to get into a discussion
when they don’t even know what they’re supposed to do.” She shared that the nature of
her academic area, English, involves the analysis of literary works. She found that
students who were unable to read beyond a literal level had a difficult time with analysis
and, subsequently, with her courses. She found this challenge and need to “control the
class” held true more so with the introductory level courses than with the upper level
courses.
Sandra identified students’ lack of preparation in academic content as a cause for
compromising what might be considered an ideal plan for instruction. She stated, “The
students coming in are much less prepared ... so where do I find a compromise here? I
can’t go so far back that I’m really doing 8* grade Science.” This teacher found large
discrepancies in test scores in her introductory class: “the lowest grade was 23 and there
were two 95s” and she struggled with trying to “bring that together” she viewed it as “...
a huge lack of preparation”.
Students’ poor writing skills, reading skills, and academic content preparation
were influences that affected teachers’ ability to implement their ideal teaching orientation.
These categories were extracted from the interview data. At least two teachers identified
each of these categories as challenges to their instruction.
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Teachers in this study unanimously identified “gaps in common culture” as a
challenge that affected their teaching. Harry noted that,

. it’s a specific problem at a

Catholic college where, I think, many of our students have been more protected by their
parents and I think have had less experience on their own.” He said that, “... in a sense I
am not only communicating History to them (students). I’m filling in gaps in common
culture that they should have gotten from their parents.” He said he felt responsible to fill
in these gaps by sharing his experiences and lecturing on the information that he felt
students required for prior knowledge. During one observation, Harry identified the fact
that students knew where wool came fi'om but did not know about polyester or flannel.
He proceeded to provide an explanation that related to the students’ experience. Sandra
recollected a student asking her prior to a field trip to the Pratt Museum at Amherst
College if Amherst was in Massachusetts. Another student indicated that she did not
know how to dress for the field trip because she had never been to a museum before.
Libby summarized the way each of these teachers addressed the effect of this influence on
their teaching when she noted that she viewed her role as “changing depending on the
students... I literally encourage them ... provide them with information and experience...
and sort of guide them along.. .until they’re willing to take a risk.” All of these teachers
were aware of the importance of students’ prior knowledge and experience when teaching
concepts. Each of these teachers worked to provide what they could within reason. The
gap in some students’ experiential background served as a challenge when teachers tried
to meet the needs of all learners in their classroom.
Teachers’ conceptions about students’ academic ability and writing skills were
analyzed based on students’ ratings of their own academic abilities. In the 2003 annual
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Institutional Profile Survey conducted by the college at the beginning of each academic
year. Freshmen students were asked to identify areas where they rated themselves “above
average” as compared with the average person of his/her age in a variety of areas. Of
particular relevance to this study was that, of all students responding to the survey, 51%
rated themselves with above average academic ability and 47% rated themselves with
above average writing ability (CIRP Institutional Profile Survey). Teachers were not
asked to rate their students on a percentage based on students’ abilities, but they rated
their students’ preparation and abilities significantly lower than did the surveyed students.
Whether the students were prepared for the college experience or not, teachers’
conceptions about students were different from students’ conceptions about themselves.
Student Learning
The interview process provided teachers’ with the opportunity to share their
conceptions of student learning. Analysis of the teachers’ quotes revealed that, on one
hand, teacher facilitators viewed students as active participants in their learning. Sandra
noted, “We have team presentations ... they know they’re expected to be active
participants and that’s an expectation, but it’s also a license.” Equally, Libby stated, “I
really think they (students) learn the best by doing...” The students in these teachers’
classrooms were observed as active participants in their learning. Students contributed to
class discussions and were observed as they were actively involved in small groups in both
the introductory and upper level courses.
On the other hand, the teacher director viewed student learning as preparation for
tests or exams though Harry did clearly state that learning “continues beyond the
classroom.” Harry’s conceptions of student learning focused more on students
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memorizing information from lectures and textbooks to answer questions on exams.
Harry stated that “textbooks today provide them (students) with everything one could
possible expect as aesthetically attractive and interesting ways of presenting material and
ultimately, because they’re faced with exams, they do learn.” Though he primarily
focused on repetition as important to student learning (“.. .it does depend on the repetition
as it probably always has”), he did address that “there is learning that we can’t measure in
a semester... Learning is not just for the exam, but there is learning that goes well beyond
the classroom and it is very difficult to measure that in a very direct way.” Field
observation analysis supported the interview transcript analysis. Students in the
introductory course were observed taking notes, with some students contributing to
teacher directed questions.
Teachers’ orientation to teaching (as director or facilitators) was observable and,
in their introductory courses, all teachers were oriented toward a more directive approach
than in their upper level courses. Analysis of interview transcripts clarified sub-categories
of student learning as ways teachers accommodated and assessed their students.

Accommodating Students
By means of analysis of interview transcripts, accommodating students was
extracted as a sub-category of student learning. The wide range of student learning skill
levels affected the way teachers approached teaching and teachers spoke of strategies that
they utilized and struggles that they encountered at they taught.
As a teacher director focused on content, Harry viewed accommodating students
as providing them with content information, “one of the ways I accommodate them is to
write a lot on that blank slate.” Teacher facilitators, focused on learning, viewed
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accommodating students as providing some flexibility with expectations and assignments.
All three teachers addressed class size as an influence that affected their ability to
accommodate all students.
Flexibility with learning activities or assignments and teaching to the middle level
of students was identified by both teacher facilitators to more easily allow for
accommodations. Sandra noted, “... I try all different kinds of inroads in terms of
teaching style assignments ... they all learn in their own way ... I just feel that we have to
keep juggling and use as many different strategies as we can.” She addressed the
importance of back up plans and the willingness to change course when she noted, “I
always like to think I have plan A, plan B, plan C and if I start seeing the blank faces I
quickly shift.” Libby stated that, “.. .basically, the only way I can really do it in the 200
level is to really aim for just a general sophomore class.”
One type of assignment used by all teachers in both introductory and upper level
courses was the research paper. They unanimously identified this option as one that
allowed for flexibility when accommodating students’ academic abilities. Libby summed
up thoughts from all participants when she noted, “The research paper, being any topic
they want... give(s) the more advanced students a chance to really stretch and then we ...
allow for the learning center for people who are not at the 200 level...”
All participants in this study relied on and recommended that students who had
academic difficulties make use of the college learning center. Additionally, all three said
that they personally struggled with accommodating all learners. In an informal interview,
Harry said that it was sometimes difficult to identify students who struggled academically
because these students often refrained from sharing that they needed learning
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accommodations. He said that, when students did not identify their needs, it might
sometimes be well into the semester before teachers were aware of the students’
difficulties. Sandra expressed the same concern during a formal interview when she
stated, “I’m still struggling as to how ... you make the scan, realize that some aren’t
getting it, pause to try to give an opportunity to take a different approach or give them
more time...”
Two teachers’ struggled with issues of student responsibility and fairness to other
students. Libby stated, “I will allow them to make up some work, but I feel at some point,
if we just accommodate everything, we are doing them a disservice because they never
want to take responsibility. It’s a fine line.” The struggle of holding other students back
was addressed by Sandra when she said, “... these (struggling students) are the ones who
are going to hold all the rest of you bright shining stars back...”
Teachers’ orientations to teaching (director or facilitator) influenced the way they
accommodated student learning. As a teacher director, Harry explained that his ideal way
to accommodate students would be by transmitting more knowledge (“write a lot on that
blank slate”), yet he was observed using scaffolding strategies as he guided a student
through a map translation presentation. This is contrary to his preferred lecture strategy
focused on whole class instruction and might be viewed as more of a facilitative approach.
Teacher facilitators felt forced to teach to the middle based on the need to accommodate
students who struggled. These teachers stated that they struggled with challenging their
brighter students.
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In addition to accommodating student learning, interview data analysis identified
the assessment of student learning as a sub-category. The ways teachers assessed learning
was influenced by their teaching orientation.
Assessing Student Learning
The category of assessment was extracted from data analysis that compared
interview transcripts, observation data, and course syllabi. All participants provided their
students with a variety of assessment opportunities and focused on the course goals and
objectives to guide their decisions. Teachers held high expectations for their students but
students’ lack of motivation was identified as a challenge to the teachers in this study.
When asked about the considerations made when planning for assessment, Sandra
said she lists goals and objectives and encourages her students to “study from that list.”
She also provides her students with “keys to success about participation, preparation,
integration of their learning and ways they will demonstrate their learning.” She noted
that it is important to provide “... a smattering of all kinds of things ... everybody is
going to have some strength ... even ... my tests, some are strictly verbal, some are short
essays and some are to draw a diagram that illustrates an idea ...”
Assessment for teacher facilitators included a greater number of open ended
assignments with the teachers “not as concerned with them (students) understanding the
facts (Libby)” but with the process; “... they know they’re expected to be active
participants ... we do papers ... field trip reports, and ... formal tests. They have two
tests and a final in this whole semester ... the tests are ... only worth 15% ... (Sandra).”
The teacher director was more content-oriented in his assessment. Harry stated
that assessment was, “... generally, and certainly at the beginning level, through an exam
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but not only through an exam. The assessment of their learning takes place on a number
of levels one of which is the quality of class discussion.” He claimed he used both formal
and informal assessment, “one of the most informal ones is class participation ... I try to
make one multiple choice exam and one essay exam. Plus, I also give them a writing
assignment.” Analysis of observation notes from both introductory and upper level classes
revealed that what might be considered discussion was teacher driven in both classes.
Examination of the course syllabus illustrated that in the introductory course, “Discussion
Leadership and Attendance” carried 20% of the final grade and in the upper level class,
and “Participation” was weighted at 10%.
Comparative analysis of all course syllabi showed that, in the teacher director
courses, 80% of the introductory course grade, and 90% of the upper level course was
based on formal assessment methods (tests, papers and quizzes). Both teacher facilitators
based 55% of their course grades on formal assessment (tests, papers, quizzes) and the
remainder on less standardized criteria such as participation, homework, oral
presentations, group projects, field trip reports, and lab reports.
Field observations, syllabi, and assessment documents from both introductory and
upper level classes were analyzed and compared. These data validated the interview data
that focused on assessment. A key field observation was that the participation of students
in the teacher facilitator classrooms was learning oriented and student-directed whereas,
even in upper level classes, participation in the teacher director classrooms was content
oriented and substantially more teacher-directed.
In the teacher facilitators’ classrooms, students appeared to be comfortable asking
questions of the teacher and each other. Small group activities were observed and, even
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during instruction that could be considered lecture, students were asked open-ended
questions and were actively involved by either checking their text for information or
responding to questions. In the teacher director’s classroom, lecture was the primary
format for the delivery of instruction. In the introductory level course, students were
engaged in note taking and asked prior experiential knowledge types of questions by the
teacher such as, “How many of you have been to France?” The activity labeled on the
syllabus as class discussion in this class consisted of a group of students who had met and
worked as a team, and presented information from the text. The teacher guided this
discussion and added content information as the students progressed through their
presentation. In the upper level course, instruction was also teacher directed with a
content focus. The group was smaller and the setting was more relaxed and students
appeared more comfortable with verbal participation than in the introductory level course.
Because instruction was more content oriented and teacher directed in these classes,
standardized or formal methods were the focus of assessment.
In the classrooms of the teacher facilitators, there was more opportunity to use a
wider variety of methods to assess students. Examination of the course syllabi revealed
the percentage of weight placed on “formal” assessment methods (tests, papers, quizzes)
was a key difference between those who were predisposed to a facilitative teaching
orientation and the teacher with a more directive teaching orientation.
Both teacher facilitators addressed the importance of high teacher expectations in
their interviews. They were challenged by students’ lack of motivation. These teachers
were open to try new teaching strategies but at times, felt frustrated. “If they’re not self
motivated, there’s not a dam thing you can do (Libby).” Sandra stated, “My stmggle ...
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is I have higher hopes and greater aspirations for them than they do ... this really stumbles
me ... as a facilitator because I can’t just help them achieve something that they have no
ambition to get.” She expressed, “I see potential but they don’t see it in themselves and
that’s I think my biggest challenge.” If teachers are conscientious about maintaining high
expectations and work to continuously motivate all of their students, then this challenge
could eventually affect teachers’ sense of efficacy.
Teachers held ideal teaching orientations and their students’ skill level and
preparation for college learning (coupled with the teachers’ conceptions about student
learning) affected their ability to achieve “the ideal”. In addition to these influences, there
were other challenges or variables extracted from the data that caused teachers’ to
compromise their ideal teaching orientation. These variables included college influences
such as course requirements, class size, and level of class (introductory or upper level).
College Influences
When teachers were interviewed, they were asked about other contextual variables
that might cause them to compromise the implementation of their ideal teaching
orientation. Analysis of teacher quotes in the final transcripts revealed that college
influences such as curricula requirements, the course level (introductory or upper level),
and number of students enrolled in a class were identified as influences that affected their
ability to implement their ideal orientation to teaching.
College Requirements
Revision of the college Core Curriculum affected two of the teachers’ ideal
orientation to teaching. The Core Curriculum required team teaching for many of the
courses. Two of the participants taught in the Core and spoke of the influence on their
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teaching. Though the teachers were not observed teaching these courses during the study,
analysis of the interview data highlighted this variable for both teachers.
On one side, Harry noted that the Core “... requires that faculty reinvent
themselves and deliver things in different ways to different people and probably at different
times.” This variable affected a teacher who preferred to teach primarily through lecture.
Harry shared, through an informal interview that he enjoyed the challenge of team
teaching and using methods other than lecture, but the additional work in preparation was
time intensive.
On the other side, Libby, a teacher who preferred group discussion and multiple
teaching strategies stated, “I think that in classes that I own I tend to be more creative and
allow them (students) to have more control whereas, in the Core classes, I don’t control
it.” The fact that the course was team-taught coupled with the content focus and
structured syllabus required Libby to assume a more teacher directed orientation. She
spoke of the influence of the Core on her teaching orientation, “.. .it’s a more content
based course than skills based course so I know I have to teach them (students) so many
facts per day.” She said that, “I’m ... less likely to encourage open class discussion ...
because we have to get through so much ... I’m finding it too packed and I don’t have
time to take risks because I have to get through so much.” Her facilitative teaching
orientation was affected by her conception of her ability to take risks while she taught this
content rather than skill-focused course.
Field observations and interview transcripts showed that when a course was
content focused, teachers leaned toward a more directive approach with the teacher in
control. When a course was more skill-based (for example, literature courses required the
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skill of analysis), teachers tended to give the students more control. Until students were
ready to take risks and assume control of their learning, the responsibility remained with
the teachers. This finding was articulated by Libby, a teacher facilitator, in the following
way: “For me an ideal is an open class discussion. The reality tends to be a more Socratic
method by me asking a lot of questions and the students answering ...” Libby elaborated
on the difference, “... it comes right down to control. In the Socratic (mode), I
completely control the class ... in open discussion, the students do ... the reason we don’t
get into full class discussion is because they are afraid of that control.” Her conception
was that the students would, “.. .rather somebody else be in charge and in that way they
do not feel responsible.” She stated, “There have been quite a few times when I have
handed over control of certain things to the students and they loved it (Libby).”
Interview data analysis extracted curriculum requirements as an influence on
teaching orientation to teachers with both a director or facilitator preference. The class
level and size of the class were also identified as influences.
Level and Size of Class
The level of the courses (introductory or upper level) and the number of students
enrolled contributed to teachers’ needs to compromise their teaching orientation. Analysis
of the class rosters helped to distinguish the difference between introductory and upper
level courses and verified field observations of number of students enrolled in each course
that was observed.
Introductory level courses included a mixed population of students. Students may
have been in any academic year of study (freshman through senior) and may have been
enrolled in different majors (criminal justice, education, English, fire science, history.
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science). Upper level courses were designed specifically for majors and consisted
primarily of juniors or seniors enrolled in that major. The numbers of students enrolled in
the introductory classes were significantly higher (20-30 students) than in the upper level
classes (8-15).

The exception was the introductory level science class in which 15

students were enrolled.
The analysis of teacher quotes highlighted the influences of the course level and
class size. Both forced teachers to compromise their ideal teaching orientation. The skill
level diversity of the students enrolled in the introductory classes influenced teachers’
orientation to teaching as addressed earlier in this chapter.
Libby stated, “... the biggest factor about where I’m going to wind up in that
compromise has to do with the level of the students. The more advanced they are, the
more ready they are to have a facilitator and not a director.” She stated that, “...at the
200 level (introductory), I get people with a huge diversity. I get people who could
handle a 400 level already and I get people who can barely ... read out loud...”
Two teachers shared that smaller classes led to what has been identified as a more
facilitative orientation. Data analysis helped to identify the difference in the conceptions
of this influence from both a facilitator and director perspective.
Sandra, a teacher facilitator viewed the, “nice manageable size” as an opportunity
to “... keep it informal, conversational, investigational...” She stated that, “... I present
myself as someone who also discovered something new in the course of the semester ... a
senior partner in their endeavor. That’s how I like to present myself in the course.”
Harry, the teacher director, viewed a small class as an opportunity to “... force
them to take notes on their readings every day and I would collect them and go through
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them, but I can’t do that with thirty students.” The larger class size prevented Harry from
his ideal, which was to carefully monitor his students’ ability to take notes. He addressed
class level and size when he stated the difference with his upper level class, “... I share a
great deal with them ... we laugh and talk ... in particular about things related to the
profession ... I... feel very free ... and they also feel very free to communicate ... and it’s
wonderful.” Observation data analysis proved the difference between the introductory and
upper level classes. Students in the upper level class appeared more relaxed and
participated with less teacher prompting than in the introductory course. Harry’s
orientation was less directive than in the introductory course, yet the majority of the
observation data revealed that the class was teacher directed.
If ideal orientations to teaching were placed on a continuum with director at one
end and facilitator at the other end, then both directors and facilitators would be pressed
toward the middle of the continuum based on the level of their courses and the size of
their classes. Interviews and field observations supported the differences in teaching
orientations. The introductory courses were primarily content-based and teachers adopted
a more directive orientation to teaching. The upper level courses were more learningbased and teachers were observed using a more facilitative approach. The number of
students enrolled in the class influenced the amount of teacher-student interaction.
Analysis of observation notes revealed that the smaller the class size, the greater the
teacher-student interaction.
Data analysis throughout this study provided results that identified influences that
affected teaching orientations. Influences such as prior teachers and academic discipline
predisposed teachers toward particular teaching orientations (director or facilitator).
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Contextual influences that included academic discipline, student population, conceptions
of student learning, and variables such as college requirements, level of course, and class
size, influenced teachers implementation of their orientation to teaching. Discussion,
implications for practice, and future research are addressed in the following chapter.
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CHAPTER 5
DISCUSSION, IMPLICATIONS FOR PRACTICE, AND FUTURE RESEARCH
Discussion
Few studies address the contextual variables that may influence the way teachers
teach. The main focus of this study was college teachers’ conceptions about teaching and
learning. The purpose of this study was to contribute to the literature on college teachers
and build theory by validating or invalidating Murray and MacDonald’s (1997) and
Samuelowicz and Bain’s (1992) theory of disjuncture. Two research questions guided this
study: (a) What contextual variables influence the formation of a teacher’s orientation to
teaching? (b) What contextual variables influence the implementation of a teacher’s
orientation to teaching? In the following discussion I address my findings and how they
compare to the research literature and follow with speculations on two major discussion
points: (a) the role of gender as an influence to teaching orientation; and (b)
recommendations for a professional development model that would lead to self discovery
and improve teaching at the tertiary level.
In my original study design, I had specifically mentioned that, for the purpose of
analysis, I would not consider the gender, age, number of years teaching, and earned
academic degree of each participant. For the purpose of discussion, I will speculate on the
influence of gender on teaching orientation subsequent to my discussion of the data.
The college community where this study took place is dedicated to the liberal arts
and professional studies. Demonstrated teaching ability and service to the community are
of paramount importance when faculty members are reviewed for renewal, promotion, and
tenure. Faculty research is encouraged but does not hold the weight of teaching and
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community service. As a teacher educator and researcher in this small liberal arts college,
I am well aware of the wide range of learners in the student population, and the
importance of minimal attrition of these students once they have entered the college. The
more prepared college teachers are in the art of teaching to this student population, the
more likely it is that students' learning needs will be met. I will elaborate on the possibility
of a professional development model that Avill enrich college teachers’ development
following my discussion of data and the relationship to the research literature.
This study was significant because there is limited research on the variables that
influence teaching orientation at the tertiary level. Researchers have suggested that
teaching orientations can be classified along a continuum (Barr & Tagg, 1995; BurroughsLange, 1996; Gow & Kember, 1993; Kember & Kwan, 2000; Samuelowicz & Bain, 2001;
Stark, 1988; Trigwell & Prosser, 1996a). At one end is an instructional orientation in
which the teacher is a director and, at the other end is a learning orientation in which the
teacher is a facilitator. The teacher director utilized a content focused orientation, and the
teacher facilitator adopted a learning focused orientation (Barr & Tagg, 1995; BurroughsLange, 1996; Gow & Kember, 1993; Kember & Kwan, 2000; Samuelowicz & Bain, 2001;
Stark, 1988; Trigwell & Prosser, 1996a).
In this study, I explored college teachers’ ideal teaching orientations (contentcentered or learning-centered). Ideal teaching orientations can be defined as the
participants’ dispositions to teach in particular ways. These findings were based on coding
and data analysis of interview transcripts, field notes, and document analysis, and were
supported by previous research on teaching orientations (Barr & Tagg, 1995; Burroughs-
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Lange, 1996; Gow & Kember, 1993; Kember & Kwan, 2000; Samuelowicz & Bain, 2001;
Stark, 1988; Trigwell & Prosser, 1996a).
Only a few researchers have explored the possibility of an intermediate or
transitional teaching orientation (Samuelowicz & Bain, 2001; Trigwell & Prosser, 1996a).
They argued that, while teachers may be oriented toward one end of the teaching
continuum, contextual influences including personal experiences, students, internal or
external challenges, and the traditions of a discipline can force compromise and infringe on
teachers’ ideal teaching orientations. These influences may drive teachers to move toward
the other end of the continuum. Classroom teachers may not manifest an ideal orientation
to teaching due to these contextual variables. In other words, teaching practice may differ
greatly from teaching theory. Findings from this study support the claim that there may
be an intermediate or transitional orientation to teaching as well as the claim that there are
contextual variables (e.g., students, level of class, and class size) that affect teachers’ ideal
teaching orientation.
Results from this qualitative study suggest that the formation of teaching
orientations and the implementation of teachers’ ideal orientations to teaching were
influenced by a variety of contextual variables. The in-depth and detailed descriptions of
these influential variables (academic discipline, student population, conceptions of student
learning, and college influences) were extracted from the data and are summarized
beginning with the influences on the formation of teaching orientation and ending with the
influences on the implementation of teaching orientation.
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Influences on the Formation of Teaching Orientation
Analysis of teacher quotes identified two key influences on the formation of
teachers’ orientation to teaching. One influence involved teachers’ personal experiences
and the other was based on the culture of the academic discipline.
Teachers’ Experience
Teachers’ previous experiences as classroom students influenced their preferred
orientation to teaching. Teachers either modeled their prior teachers’ teaching orientation
or selected to teach in a different manner in rejection of teachers they conceived as
ineffective teachers. Teachers’ purposefiil consideration of previous experiences
influenced the nature of their teaching orientation. Recall, for example, when Sandra
spoke of the importance of her experience as a student and her conception of control or
power over her learning (“agency in learning”). This finding reinforced and extended the
research literature with qualitative data that documented the influence of personal
experiences on teaching orientation.
The participants’ perceptions of their previous teachers were based on their
perceptions as ‘students’. They were confident when they discussed the work of their
former teachers and it is possible that the participants described their former teachers
without contrasting their ‘student’ perceptions with a more experienced viewpoint that
reflected any pedagogical knowledge they may possess. Lortie (1975) argued that
teachers begin their preparation for teaching when they enter kindergarten and place
events which preceded any formal pedagogical training within a continuous rather than a
discontinuous framework. Teachers therefore come to teaching with what Lortie (1975)
has identified as a “subjective warrant” to teach. An important component for college

80

teachers’ professional development would include engaging teachers in conversations
where they are free to preserve their ‘student’ perceptions but are also encouraged to
understand new ideas about teaching and learning.
Culture and Requisites of Academic Discipline
The culture (such as behaviors, shared attitudes, and practices) of the teachers’
academic discipline shapes the way teachers elect to teach. The perceived requirements of
teachers’ academic disciplines influenced what they considered important to teach. For
these teachers, their notion of scholarship and educational priorities affected the way they
constructed their teaching, their conceptions about their teaching orientation, their typical
presentation of content material, and the way they designed instruction.
Teaching orientations were linked to academic discipline, yet there is little research
on the complexities of the influences of the culture and requisites of different disciplines.
This study expanded the research in this area with qualitative data that addressed the
influences of academic discipline. It stands to reason that teachers’ conceptions of the
culture and requisites of their academic discipline would influence their teaching
orientation. For example, Libby and Sandra (both facilitators) considered skill
development and discovery as important to their academic disciplines. Harry focused on
content mastery when he constructed his teaching. This finding led me to consider the
possible role gender might play in teachers’ conceptions regarding academic discipline
and, therefore, influence their teaching orientation. If teachers adopted the societal view
of females as caretakers and nurturers, then they may be inclined to a teaching orientation
that is more facilitative with a student learning focus rather than a content oriented focus.
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Consider, for example, the academic discipline of science. Science is traditionally
a male dominated subject area with a focus on objective reality. Sandra’s early experience
as a student with a female science teacher was foundational, not because of her previous
teacher’s teaching orientation, but for the fact that her teacher was a female role model in
a male dominated academic discipline. Throughout her interviews and in her classroom
teaching, Sandra consistently focused on the importance of the social ramifications of
science. Objective reality was not ignored in Sandra’s teaching, but she was clearly
oriented toward what might be considered a traditionally more female, social perspective.
Sandra’s strong social focus and facilitative teaching orientation could be in reaction to a
male dominated (objective reality) academic culture. Her propensity toward a facilitative
teaching orientation might reflect her effort to overcompensate for or respond negatively
to a predominantly male academic culture. While there are no data from this study
supporting these speculations, such possibilities should be looked at in future research.
Influences on the Implementation of Teaching Orientation
Results of this study identified influences on the implementation of teaching
orientation. These influences included the student population, teachers’ conceptions of
student learning, and college influences such as curricula requirements, course level, and
class size.
Student Population
Student population was a variable with several sub-categories, which include the
influence of popular culture (the media, MTV, the internet) on students, their learning
skills (reading and writing), and their preparation (academic and maturity) for college
learning. The student population varied from class to class, and the individuals in any
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class typically demonstrated a wide range in any or all of the above mentioned sub¬
categories.
Teachers’ rich, detailed descriptions of their student population showed their
conceptions of students and the challenges faced when thinking about teaching. Teachers
in this study made the decision to adjust their ideal teaching orientation to meet the needs
of their student population. The formation of teachers’ ideal teaching orientation was
developed based on previous experiences as ‘students’, requisites and culture of the
academic discipline, and conscious decisions about teaching.
The student population played an important role in decisions teachers made about
teaching. Teachers came to teaching with preconceived notions of how they expected
students to respond. Students may or may not have responded as expected, and teachers
had to compromise their expectations to meet their students’ needs. One could speculate
that teachers’ gender perceptions play a role in their expectations for students.
Consider, for example, Libby’s preferred teaching method of discussion. She said
that her students struggled with or did not have the skills to take control. The majority of
the students in Libby’s upper level class were female. As a relatively young female college
teacher, Libby’s conception of ideal was based on her students taking control of their
learning. It is possible that Libby would like other young women (students) to be able to
stand up and take control in a male society. Her students did not necessarily share her
views, and perhaps Libby needed to adjust her teaching orientation to meet the needs of
her students. Libby did, however, provide her students with a strong female role model
and exposed them to new ideas. Her ideal was for her students to participate and take
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control. She had high expectations for participation and constantly encouraged her
students to take control of their learning.
I observed the final thesis presentations of four of the eight students in Libby’s
upper level class. All students were female and three of the four students presented topics
addressing gender in literature. Libby worked closely with the students throughout the
semester. It is possible that her influence as a young female college teacher was reflected
in her students’ theses presentations. Future research on ideal teaching orientations and
topic selection for final thesis in both male and female college teachers’ classrooms might
reveal a link to gender perception and teaching orientation.
Accommodating and Assessing Students
Accommodating and assessing students refers to how teachers’ orientation to
teaching influenced the way they accommodated students’ needs and assessed students’
learning. Teacher directors were inclined toward a content focus with students
responsible for their own learning. Teacher facilitators were predisposed to a learning
focus with students and teachers as partners in learning.
This finding supports and expands the research literature. It supports literature
that profiles teaching orientations based on interviews and preference surveys (BurroughsLange, 1996; Gow & Kember, 1993; Kember & Kwan, 2000; Samuelowicz & Bain, 2001;
Trigwell & Prosser, 1996a). It expands the literature qualitatively through detailed
interview transcripts, field observations, and syllabi analysis. All teachers in this study
consciously developed assignments (research papers) in both introductory and upper level
courses that allowed for flexibility when accommodating students academic and skill level
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abilities. Options for assessment were more varied with teacher facilitators and less
weight was placed on formal assessment than in the classes of the teacher director.
College Influences
There were several other variables that influenced teaching orientation, including
requirements of the college curriculum, the level of course (introductory or upper level),
and the size of class (large or small). All of these aspects were suggested in research
literature as influences that might affect teachers’ implementation of their teaching
orientation. They were supported by the literature and expanded upon through this study
with teacher quotes and field observations. The size and type of a college or university
might also influence teaching orientation though these factors were not addressed in this
study.
The greatest compromises to teaching orientation among the teachers in this study
occurred when the content was predetermined by sources other than the teachers, and the
class size was large with an academically diverse student population. Professional
development that involves individual reflection on teaching orientation, observation of
other teachers’ practice, and peer discussion of teaching would lead teachers to a broader
understanding of a variety of teaching approaches. Increased exposure to alternative
methods of teaching and dialogue addressing these methods would likely increase
teachers’ teaching repertoire and provide the potential for more easily balancing the
difference between their ideal teaching orientation and actual practice.
In summary, teachers’ conceptions and practices were linked to espoused theoriesof-action and theories-in-use (Kane, Sandretto, & Heath, 2002; Schon, 1983). Espoused
theories-of-action are theories of teaching, strategies, and schemas based on individual
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experience and conscious decision making (Schon, 1983). Teachers learn from their
actions and plan further actions based on this learning. Theories-in-use are the observable
actions in the instructional setting and consist primarily of tacit knowledge or teachers’
understanding that is not easily articulated (Kane, Sandretto, & Heath, 2002).
In this study, teachers’ conceptions about their ideal teaching orientation (theoriesof-action) did not always appear to match their observed practice (theories-in-use). The
contextual variables mentioned above were influences that marked the difference between
teachers’ ideal teaching orientation and reality.
Conceptions of teaching were context-dependent based on the discipline being
taught (Samuelowicz & Bain, 1992). For example, Harry made it clear that “part of my
discipline always involves lecture”, just as Libby expressed that “literature lends itself to
discussion” and Sandra addressed the “interdisciplinary and teamwork” focus of science.
Teachers’ expressed conceptions of teaching strategies and schemas that were based on
their personal experience and academic discipline. These strategies were clearly translated
into observable teaching orientations (Murray & MacDonald, 1997).
One might argue that American cultural gender stereotypes might influence
teachers’ conceptions of their academic discipline. In our society, females are traditionally
viewed as caregivers and males are customarily viewed as providers. Were this concept
applied to teaching orientations, female teachers would be concerned with the process of
students learning and males would be focused on students receiving the content they need
to learn.
This comparative case study supported and built on the research literature. The
qualitative data provided rich, thick description of three college teachers from different
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academic disciplines. The small sample sizeKmits generalizability but builds theory on
teaching orientations and forms a foundation for further research to investigate the
influence that professional development, academic discipline, and gender have on
conceptions of teaching orientation. The findings from this study have implications for
practice.
Implications for Practice
College teachers’ conceptions played important roles in shaping the decisions they
make and the actions they take regarding practice (Fox, 1983; Pajares, 1992; Prosser,
Trigwell, & Taylor, 1994). Investigation of these conceptions provided a deeper
understanding of the rationales behind practice. This understanding carries implications
for teacher education. Teachers’ prior experiences as students play foundational roles in
the development of conceptions of teaching and learning (Lortie, 1975).
Findings from this study led to an understanding that the ways teachers
approached teaching (director or facilitator) were strongly influenced by their previous
experiences as students and their conceptions of the culture and requisites of their
academic discipline. Their experiences as students played a foundational role in the
formation of the participants’ orientation to teaching. Previous teachers served as models
for the preferred orientation to teaching that participants adopted. Libby stated, “a large
part of my teaching style came from the classes I most responded to as a student.” This
finding has implications for teacher preparation.
Preservice teachers might also adopt the teaching orientations that they have
experienced in their role of student. If these experiences exclude practical pedagogical
preparation and good teaching models, then students preparing to become future teachers
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may convey a less than ideal model to their future students (Rubinstein, 1994). Given that
previous teachers influenced these teachers’ orientations, the fundamental priority for
preservice teacher preparation programs should be to provide exemplar teacher models in
all classrooms, both at the college and field placement sites. Teacher preparation faculty
should guide preservice teachers in the identification and analysis of both the theoretical
and practical orientations of the teaching orientations they experience.
Theoretical and practical teaching orientations at any academic level might be
influenced by teachers’ perceptions of self as male or female. In the American educational
system, the teachers students experienced in grades PreK through six are primarily female.
It could be reasoned that this stems fi'om the strong societal bias of females as caretakers.
At the tertiary level, the reverse is true: teachers at the college level are primarily male and
considered transmitters of knowledge. For male teachers to compete at the elementary
levels and for female teachers to compete at the college level, both must adopt strategies
that force them to adjust their ideal teaching orientation.
There are several reasons why providing college teachers with professional
development regarding teaching orientations is essential to teacher education. First,
college teachers may have limited approaches to teaching due to prior experiences or a
lack of pedagogical knowledge. This may prevent them from implementing a full range of
teaching strategies and may minimize their effectiveness as teachers.
Second, teachers need to be encouraged to explore their own orientations to
teaching and focus on strategies that make them most effective. Preservice teachers as
well as college teachers should have the opportunity to critically reflect on their own
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conceptions about the practice of teaching and learning (Nottis, Feuerstein, Murray, &
Adams, 2000).
Finally, a broader and deeper capacity for reflection-in-action is needed for
teachers to discover and restructure interpersonal theories-of-action which they bring to
their teaching (Schon, 1983). Reflection on their teaching, coupled with the opportunity
for discussion with colleagues about teaching, will expand pedagogical understanding of
college teachers and provide them with support as they expand their teaching repertoire.
Observing college teachers’ orientations to teaching and understanding the
rationale behind practices are beginning steps to the exploration of the connections
between theories-in-action and theories-in-use (Kane, Sandretto, & Heath, 2002; Schon,
1983). A description of observed orientations to teaching and the college teachers’
rationale for the educational conceptions supporting these orientations reveal a link
between expressed theory and classroom practice.
An important consideration for faculty development in the areas of theory and
practice might be to help teachers identify the teaching style and strategies that make them
most effective. This could be done by increasing teachers’ knowledge of a wide variety of
teaching strategies and guiding teachers to understand how various strategies contribute to
effective teaching (organization, clarity, making connections with prior lessons, setting a
positive classroom climate, and student motivation) (Hativa, Barak, & Simhi, 2001).
Following the interview that addressed teachers’ approaches to teaching, one teacher
followed up on her reflections regarding her preferred teaching orientation. She had
initially declared her preference to be a facilitator with students actively involved in their
learning. She later shared that she had given some thought to her interview response and
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realized that there were times when she thought that lecture better met the needs of the
students. This conversation evidenced thoughtful consideration that a variety of teaching
approaches may contribute to effective teaching.
Teachers should have the opportunity to critically reflect on their own conceptions
about the practice of teaching and learning (Nottis, Feuerstein, Murray, & Adams, 2000).
Such reflection was evidenced during this study. Throughout the course of data collection
(interviews and observations), teachers in this study informally engaged me in dialogue
about their reflections. During the interview that focused on syllabi, accommodations to
students, and assessment, one teacher spoke of the challenge of not knowing which
students might need extra help. The students’ potential need for accommodations to
learning was not identified until after the first test. Following the interview and first
observation, the same teacher spoke to me of a strategy he had implemented to determine
if students were on the right track. This evidenced reflection on practice that may not
have occurred had the teacher not been asked to talk about how he thought about
accommodating students’ learning needs and assessment.
Faculty development should also provide teachers the opportunity to identify the
source of their own biases which have been inculcated on the basis of their gender and
their experiences of American culture. A wide variety of teaching strategies, reflection on
teaching practice, and identification of biases might help teachers to identify teaching
approaches that best fit their teaching orientation, pedagogical skill level, student
population, and academic discipline. At the beginning of the fourth interview aimed to
address contextual variables that might affect teaching orientation and conceptions about
students, one teacher shared her thoughts regarding what she called a “revelation”. She
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said that, after thinking about the third interview focused on student characteristics, she
realized that the need for or fear of “control” was a major factor in students’ ability to take
charge of their learning. She than talked about her own need for control over her
teaching. This teacher did not directly connect the possibility of her gender to this
discovery, but it is possible, with further conversation and skilled guidance, that this
connection could be made.
All of the above participant examples of teaching strategies, teachers’ reflections,
and possible biases demonstrate the influence that this study had on the participants. This
study could be viewed as a form of professional development and provide the beginning
steps to a professional development model for college teachers. This model could include
teacher inquiry groups or action research.
Teachers in this study were encouraged to talk about their practice and no
judgment was placed on their comments or actions. The advantage that I had as an insider
was that I was trusted and knew and understood the culture of the college. Each
participant was respected, and I worked to understand each individual’s teaching
orientation and the rationale behind their practice. There were documented thoughts and
changes in teachers’ conceptions. These were shared through informal conversations.
These changes demonstrated the potential for pedagogical growth of teachers through the
use of teacher inquiry and the sharing of self discovery.
Future Research
Based on the findings of this comparative case study, future research is suggested
to explore the following questions. These questions would all add to the research
literature on teaching orientation at the tertiary level.
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First, what are the most efifective orientations to teaching? While it is of interest to
identify the various ways in which teaching orientations are influenced by contextual
variables, of further interest is future research that would promote awareness of effective
ways to improve student learning.
Second, how do teachers with different teaching orientations accommodate
student characteristics? The relationship between teaching and student learning should be
further investigated. Findings that would identify the most effective teaching orientations
and teaching strategies could serve to enhance learning for all students.
Third, how do individual teacher variables (such as age, gender, learning styles,
social culture in which they have been raised, and years of teaching experience) influence
teaching orientation? Findings would help to identify additional variables that might affect
teaching orientation.
Fourth, what causes teachers to compromise their ideal teaching orientation
(within a lesson, course by course, day to day, or overall)? Research would promote a
further understanding of the balance between ideal teaching orientations and reality.
Finally, how can college teachers be prepared to be models for effective teaching?
A goal of this research would be to create a faculty development model that helps explore
the conceptions with which college teachers define their work. There are several research
considerations regarding this question and my work supports the published concerns of
the following research findings: (a) Research to determine the meaning and action
potential of teachers’ conceptions would be an important step before proceeding with any
teacher training or faculty development (Tillema, 1994), (b) investigation of the
differences among disciplines and the varying conceptions within departments (Quinlan,

92

1999) is important and may lead to a consensus among program faculty as to the ways in
which teaching orientations should be shaped, and/or challenged, and (c) research that
provides increased knowledge and understanding of teaching strategies and the ways these
strategies may contribute to the main dimensions of effective teaching might serve to
guide teachers to select strategies that best fit their personalities, content, teaching styles
and individuals in their classroom. (Hativa, Barak, & Simhi, 2001).
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APPENDIX A
EVFORMEl^ CONSENT LETTER

STUDY OF ANNA MARIA COLLEGE FACULTY MEMBER’S CONCEPTIONS
OF TEACHING AND LEARNING
CONSENT FOR VOLUNTARY PARTICIPATION
My name is Christine Holmes, and I am a doctoral student in Teacher Education and
Curriculum Studies at the University of Massachusetts Amherst. The purpose of this
research study is to investigate how college teachers’ articulated conceptions of teaching
and learning match the reality of their classroom practice.
My investigation will take the form of a case study and will document your experiences as
a college teacher. If you decide to participate, I would like your permission to interview
you and observe as you teach two of your courses. Your participation is entirely
voluntary and you are free to discontinue or refuse participation at any time without
penalty or prejudice. You have the right to request any materials from your interviews be
withheld, and I ask you to exercise that right within thirty (30) days after the final
interview.
You have been furnished with two copies of this informed consent, both of which should
be signed if you are willing to participate. One copy should be retained for your records
and the other should be returned to me. Your signature below indicates that you have
read and understand the information provided above and below, and that you willingly
agree to participate. If you have any questions about the research, please call me at 508845-1004 or email cholmes@townisp.com or my dissertation advisor. Dr. Linda Griffin:
413-545-2336.
I volunteer to participate in this qualitative study and understand that:
1. I will be interviewed four times by Christine Holmes using a guided interview
format consisting of questions relating to my beliefs and conceptions about
teaching and learning.
2. The questions I will be answering address my beliefs and conceptions about
teaching and learning. I understand that the primary purpose of this research is to
identify orientations to teaching and the underlying beliefs and conceptions.
3. The interviews will be tape recorded and transcribed verbatim to facilitate analysis
of the data.
4. My teaching will be observed by Christine Holmes. I will be observed teaching at
least four different sessions of two different classes. The dates of the classroom
observations will be determined based on mutual convenience.
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5. My students will be informed of Christine Holmes’ presence and the purpose of
her observations. Stiklents will be encouraged to ask any questions and to indicate
if they have any reservations regarding the observations.
6. Course syllabi and other documentation to include tests, handouts, student work,
etc. will be shared as appropriate and will be used to support interviews and field
observations.
7. My name will not be used, nor will I be identified personally, in any way or at any
time. I understand it will be necessary to identify participants in the dissertation by
position and college affiliation - e.g., a teacher of (English, history, and science)
said...
8. I may ^vithdraw from part of all of this study at any time.
9. I have the right to review material prior to the final oral exam or other publication.
10.1 understand that the results fi’om this study will be included in Christine Holmes’
doctoral dissertation and may also be included in manuscripts submitted to
professional journals for publication.
11.1 am free to participate or not to participate without prejudice.
12. Because of the small number of participants (three) I understand that there is some
risk that I may be identified as a participant of this study.

Participant’s Signature

Date

Researcher’s Signature

Date
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APPENDIX B
INTERVIEW PROTOCOL
Interview 1 - Syllabus (use syllabus for each course as visual guide)
1. Talk a bit about your syllabus (course title, level of students enrolled, have you
taught this course before?).
2. How do you determine what is important for your students to learn and when it
will appear in your syllabus?
3. What do you expect students will do with the knowledge gained from this course?
4. How do you consider student prior experience/knowledge when developing your
syllabus?
5. Do you see the nature of knowledge gained by students as being pre-established by
your discipline, personalized by the student under your guidance, or somewhere in
between?
6. How do you consider students’ existing (mis)conceptions when developing your
syllabus?
7. How do you consider you interactions with your students when developing your
syllabus?
8. How do you attempt to motivate your students through your syllabus?
9. How do you consider the diversity of your students or accommodate student
characteristics when developing your syllabus?
10. How do you share your plan to assess your students in your syllabus?
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Interview 2 - Academic Discipline and Approach to Teaching
Academic Discipline
1. Speak to your understanding of the culture of your discipline (History, English,
and Science).
2. Please explain any criteria or requirements (for your discipline) that you believe
you must follow.
3. What do you consider when you design learning experiences?
Approach to Teaching
1. What is your ideal approach or method of teaching?
2. What factors compromise what you believe to be ideal?
3. What are some of your challenges as a teacher?

Interview 3 - Student Assessment and Student Characteristics
Student Assessment (get sample tests)
1. How do you typically assess student learning?
2. What do you consider when designing assessment tools?
3. How do you use the information gleaned from assessment?
4. How do you provide feedback to your students?
Student Characteristics
1. Talk a bit about the diverse characteristics of the students you teach.
2. How do you accommodate these characteristics/needs when you are teaching?
3. How do you believe students learn?
4. Does the way you teach reflect the way you believe students learn? Why/why not?
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Interview 4 - Contextual Compromises and Conceptions about Students
This interview is a lot more open-ended than the other interviews. There will be five
questions guiding this interview.
The participants will be given a brief overview of different methods of teaching (lecture,
large group discussion, small group cooperative learning) and then asked;
1. Which of these methods do you most enjoy using? Why?
2. Are there other methods you use/prefer?
3. Which is your least favorite? Why?
Participants will be guided toward elaborating on an ideal teaching orientation and then
asked:
4. Given your ideal conception of teaching, please talk about any compromises you
make when it comes to your teaching.
Participants will be asked to reflect on the student populations in the classes they teach
and then asked:
5. When you think about student learning, how do you consider what you view to be
ideal in light of the reality of your student population (characteristics, learning
styles, academic needs)?
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APPENDIX C
OVERVIEW OF RESEARCH FINDINGS
STUDY
Brousseau &
Freeman (1988)

Burroughs-Lange
(1996)

Dunkin & Precians
(1992)

Entwistle & Walker
(2000)
Gow & Kember
(1993)
Hativa (2000)

Hativa, Barak, &
Simhi (2001)

Kember & Kwan
(2000)

FINDINGS
Teacher educator faculty often:
• Disagreed on the desired direction S teacher beliefs should be
shaped
• Reinforced prevailing beliefs
• Did not challenge inappropriate beliefs
• Did not encourage Ss’ development of informed beliefs
regarding critical educational issues
• Understanding of the nature of learning
• Understanding of their students
• Responsibility to knowledge field
• Responsibihty to and for students
Award-wiimer teachers found to:
• Have more complex and flexible concepts of teaching
effectiveness
• Use wider range of criteria to evaluate their teaching
• Rely on personal feelings
• Rely on evaluative judgments of others (especially students)
• Adapt formal procedures for feedback and use it to change
their teaching
• Conceptions of teaching build up from knowledge, experience
and associated feelings, often over substantial periods of time
Two conceptions of teaching:
• transmission of knowledge
• facilitation of learning
3 factors caused teachers to be perceived by Ss as poor teachers:
• personal characteristics
• lack of pedagogical knowledge
• damaging thinking & beliefs regarding instruction & Ss
A 4 month intensive treatment showed success in modifying &
improving most of the damaging factors & increasing instructional
effectiveness
Exemplary Ts achieved effectiveness in different ways. 4
dimensions identified as being important to effective teaching:
• clarity
• providing motivation for learning
• creating a pleasant classroom that is conducive to learning
• lesson organization
Two main conceptions of teaching:
• Transmissive - content-centered approach to teaching
• Facilitative - learning-centered approach to teaching
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Marton, Dall’Alba,
& Beaty (1993)

Murray &
MacDonald (1997)

Pratt (1992)

Prosser, Trigwell, &
Taylor (1994)
Quinlan (1999)

Saljo (1979)

Samuelowicz & Bain
(1992)

Samuelowicz & Bain

Five teaching strategies:
• Instruction
• Focus
• Assessment
• Accommodation for student characteristics
• Source of experience/knowledge
• Five conceptions of learning described by Saljo (see below)
• Developed more precise characterization of each conception
• Found a sixth conception - learning involves changing as a
person
Four conceptions of teaching:
• Impart knowledge
• Enthuse, encourage, and motivate students
• Facilitate student learning
• Support students
Five approaches to teaching:
• Engineering - delivering content
• Apprenticeship - modeling ways of being
• Developmental - cultivating the intellect
• Nurturing - facilitating personal agency
• Social reform - seeking a better society
• Supports Saljo (1979) & Marton (1986) conceptions of
learning
Educational beliefs linked to:
• Scholarly conceptions of the discipline
• Educational priorities
• Analysis of students’ performance
• How teachers construct teaching practice
• The cultural patterns in an academic discipline
Foundational study on conceptions of learning:
• Increase of knowledge
• Memorization
• Acquisition of facts, procedures etc., which can be retained
and/or used in practice
• Abstraction of meaning
• “Learning is an interpretative process aimed at the
understanding of reality”
Five qualitatively different conceptions of teaching:
• Support learning
• Change students’ conceptions of understanding of the world
• Facilitate understanding
• Transmit knowledge and attitudes toward knowledge within
the framework of an academic discipline
• Impart information
A framework about teaching and learning with seven orientations
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(2001)

Trigwell & Prosser
(1996)

Trigwell, Prosser, &
Waterhouse (1999)

Trumbull (1990)

based on the properties of teaching-centered and learning centered:
• Impart information (teaching-centered)
• Transmit structured knowledge (teaching-centered)
• Provide and facilitating understanding (teaching-centered)
• Help students develop expertise (intermediate)
• Prevent misunderstandings (learning-centered)
• Negotiate meaning (learning-centered)
• Encourage knowledge creation (learning-centered)
Approaches to teaching:
• A teacher-focused strategy with the intention of transmitting
information to students
• A teacher-focused strategy with the intentions that students
acquire the concepts of the discipline
• A teacher/student interaction strategy with the intention that
students acquire the concepts of the discipline
• A student-focused strategy aimed at students developing their
conceptions
• A student-focused strategy aimed at students changing their
conceptions
Six conceptions to describe teaching:
• Transmit concepts of the syllabus
• Transmit the teachers’ knowledge
• Help students to acquire concepts of the syllabus
• Help students to acquire teachers’ knowledge
• Teach students to develop conceptions
• Help students to change conceptions
Link between approach to teaching and learning - both teachers and
students interviewed and surveyed.
• Transmissive approach to teaching - students more likely to
adopt surface approach to learning
• Conceptual change/student-centered approach to teaching students more likely to adopt significantly deeper approaches
to learning
• Tracked development fi'om the questioning of behavioral
objectives, to the acceptance of the assumptions underlying
their use, to the use of learning situations driven by a
constructivist fi'amework
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APPENDIX D
OVERVIEW OF RESEARCH STUDIES
STUDY
Brousseau &
Freeman (1988)

PARTICIPANTS
57 T educators
896 entry-level T
candidates

METHODS
Faculty beliefs
questionnaire
Educational beliefs
inventory
Entry-level student
survey

PURPOSE
Examine ways T ed.
faculty define
desirable T beliefs &
extent of coverage
provided for each
belief in courses
Explore effects
approaches to
teaching have on Ss’
learning; on
perceptions of
influence of
professional context
on teaching

20 lecturers

Case study

10 schools w/in 5
faculties at large
Australian university

Focused interviews

Dimkin & Precians
(1992)

12 university Ts recipients of awards
for excellence in
teaching

Interviews w/key
questions

Explore award
winning university
Ts’ thoughts
regarding teaching

Entwistle & Walker
(2000)

Author

Individual case study
- personal experience
of conceptual change

To understand how
conceptions develop

Gow & Kember
(1993)

39 randomly selected
lecturers at a
polytechnic in Hong
Kong

Semi-structured
interviews

Examine Ts approach
to teaching as
influenced by Ts
conceptions of
teaching

Burroughs-Lange
(1996)

Part of a larger
project

Questionnaire

Parallel with Ss
approaches to
learning and
conceptions of
learning
Hativa (2000)

2 law instructors
given lowest ratings
by Ss

Case study
Interviews before &
after treatment
T questionnaire
S ratings
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Examine damaging
factors in T that
produce poor
instruction, as
perceived by Ss
Examine process of
treating damaging

S questionnaire
S interviews
Videotaped classes
Hativa, Barak, &
Simhi (2001)

4 exemplary
university Ts

T interviews (2 each)
Ss’ interviews

10 Ss

Videotaped classes
Effect! ve-T caching
questionnaire
Materials distributed
to Ss

Kember & Kwan
(2000)

Marton, Dali’Alba, &
Beaty (1993)

17 Ts

Pratt (1992)

Examine alternative
approaches to
teaching &
relationship bet. T
approaches to
teaching &
conceptions of good
teaching

29 new students

Longitudinal study

Over a 6 year period

2 interviews during
first year - openended questions and
responses

Grive more precise
characterization of
the differing
conceptions of
learning

3 departments in a
university

13 School of
Business lecturers

Semi-structured
interviews

39 staff

Questionnaire

253 adults and
teachers of adults in
several societies

Phenomenography
Interviews

218 teachers of adults

Prosser, Trigwell, &

Identify pedagogical
knowledge of
exemplary Ts re
effective teaching
strategies & relations
between their beliefs
& knowledge to
classroom practice

Semi-structured
interview

Part of a larger
investigation
Murray &
MacDonald (1997)

factors using
systematic, researchbased methodology,
& to examine success
of treatment in
improving instruction

24 first year science
Ts from 2 Australian

3 sets of questions
each corresponding to
an aspect of
conceptions; actions,
intentions, and beliefs
Second-order
phenomenographic
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Identify relationships
between conceptions
Assess teaching and
learning methods and
the impact of the
student experience
Articulate how the
teaching of adults is
understood across
several societies;
Canada, the People's
Republic of China,
Hong Kong,
Singapore, and the
United States
Investigate
| conceptions of

Taylor (1994)

Universities

perspective
Interviews
Analyzed
phenomenologically

Quinlan (1999)

8 academic historians
from “3 generations”

2 interviews each &
observations
Part of larger multi¬
disciplinary project

Saljo (1979)

90 people age (15
yrs. 7 mos. up to 73
yrs. 3 mos.)

13 academic teachers
2 institutions with
different modes of
teaching: distance
(UK) and traditional
(Australia)

Examine academics’
beliefs about teaching
& departmental
faculty cultures

Interviews

Explore possible
developmental
differences in
conceptions of
learning amongst a
people with very
different learning
experiences

Semi-structured
interviews

Discover, describe
and systematize direct
experience of
teaching as perceived,
experienced and
reported by Ts

Formal education
(min. 6 years & max.
of 16/17 yrs.)

Samuelowicz & Bain
(1992)

learning separate to,
but in conjunction
with conceptions of
teaching; focus on a
specific teaching
environment

Whole interview
regarded as single
unit of analysis

Establish
classification of
conceptions of
teaching
Samuelowicz & Bain
(2001)

Trigwell & Prosser
(1996)

39 academics
3 universities representing range of
disciplines

24 first year
university science
teachers

Semi-structured
interviews

Reassess framework
in earlier paper,
evaluate adequacy of
belief dimensions &
categories in
framework &
consider whether
there is a 'transitional'
orientation to
teaching and learning
as argued by Kember
(1997)

Phenomenographic
study

Identify ranges of
conceptions of
teaching and learning
& approaches to
teaching adopted by

Interviews
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first year Ts
Trigwell, Prosser, &
Waterhouse (1999)

Trumbull (1990)

48 classes (46 science
Ts & 3956 science
Ss)

Teaching approach
inventory derived
from interviews

Australian
universities

Modified approach to
learning questionnaire

Author

Autobiographical
narrative

Explore extent to
which an information
transmission/Tfocused approach to
teaching is associated
with a surface
approach to learning,
and a conceptual
change/S-focused
approach to teaching
is associated with a
deep approach to
learning
Examine changes in a
T’s thinking over
time
Attempt to identify
reasons for
development of
particular
assumptions and
views
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APPENDIX E
ORIENTATION TO TEACHING OVERVIEW
TEACHERS AS
DBRECTOR
Conceptualize teaching
role as transmitter of
knowledge

INTERMEDIATE
DIMENSION
May include both the
transmission of
knowledge and facilitation
of learning

Impart content-oriented,
teacher-centered
instruction
Typically utilize teacherfocused strategies
Provide students with
notes, examples, handouts
and references
Minimize contribution of
teacher to students’
motivation and rely on
external motivators such
as the syllabus or
examination grades
Perceive themselves as the
source of knowledge and
give examples from their
own experience
Inclined more toward
whole class focused
instruction

Utilize teacher-focused
strategies

Impart information,
transmit structured
knowledge, transmit the
content of the syllabus
and transmit their
knowledge to students
Conceptualize learning as
information accumulation
and a meeting of external
demands

TEACHERS AS
FACILITATOR
Conceptualize teaching
role as facilitator of
learning
Impart learning-oriented,
student-centered
instruction
Typically utilize studentfocused strategies
Encourage students to
discover and construct
knowledge
Make conscious attempts
to motivate by
emphasizing student
interest and explaining the
relevance of their teaching
Student experience is both
utilized and respected

Help students acquire the
concepts of the syllabus
and help students acquire
teachers’ knowledge
Help students develop
expertise

Teacher-student
interaction with students
acquiring the concepts of
the discipline

Strategies aimed at
students developing their
conceptions or aimed at
students changing their
conceptions
Approach teaching in a
student-centered way

Prevent
misunderstandings,
negotiate meaning, and
encourage knowledge
creation
Make a conscious attempt
to deal with individual
student needs both from
an academic and

counseling or advising
perspective
Help students to develop
conceptions or change
conceptions

Transmit information to
students and students are
expected to acquire the
concepts of the discipline
Typically assess by using
frequent tests and quizzes
Found to either treat all
students the same or cater
to weaknesses when
accommodating student
characteristics
The transmissive/teacherdriven approach to
teaching was found more
likely to have students
adopt a surface approach
to learning

Assessment is more
flexible and choices are
often offered
Attempt to remediate
students’ weaknesses
when accommodating
student characteristics
May have propensity to
teach in a certain way yet
there may be contextual
variances that would
affect a teacher’s
approach to teaching

The conceptual
change/student-centered
approach to teaching was
more likely to generate
significantly deeper
approaches to learning
and higher quality
learning outcomes
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